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CHAPTER I

INTRODUCTION
The investigator assumes that second or foreign language
learning is better facilitated by a content-based approach,
which teaches language in a relevant and meaningful context.
Recent theories of first and second language acquisition are
reviewed and are delineated for language teachers to apply to
their own language teaching situations.

A view of language

learning by proponents of communicative language teaching is
advanced and an endeavor to integrate the content-based
approach into language teaching is made.

This project points

out the major problems and the immediate needs of the present
state of English teaching in Taiwan.

It presents a program

in which the implementary stage will center around a
content-based syllabus, and later, during the three-year
learning period, the students will acquire the necessary
language skills to function with English.

Statement of the Problem
A primary source of research on the recent state of
English instruction in Taiwan is found in the conference
paper "An Analysis of English Education and Its Impact on
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Business Practice in Taiwan" (Du-Babcock and Babcock, 1987).
The paper points out several inadequacies of English teaching
in Taiwan.

One inadequacy resides in the fact that

individuals put considerable amounts of time and effort into
the study of English, but many of them still cannot participate in a very simple conversation.

This inefficiency

results from "inappropriate material development, inadequate
teacher training to enhance teachers' oral proficiency and to
provide teachers updated, creative and accelerative teaching
methodologies" (Du-Babcock and Babcock, 1987, p. 8).
The investigator of this project, who is a long-term
English learner and later an English teacher, recognized the
handicaps of general English textbooks and teaching methods.
The handicaps are reflected by many when attempting to carry
out a conversation with English speakers or to write an
English letter.

A compounding problem is illustrated by the

presence of new and innovative teaching methods which are not
being introduced.

Consequently, English learning in Taiwan

remains an enormous undertaking for many individuals.

The Demand of English Learning in Taiwan
Formal English learning in Taiwan starts from the first
year of middle school, continues through high school, and is
completed through the second year of university or college.
Despite the formal goal of aiming at nurturing the students'
communicative competence, the teaching context is usually an
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analysis of language forms and rules.

Along with the common

recognition of the importance of early childhood education,
younger parents also take into account the emphasis on
educating children in English (this is based on the
investigator's personal observation and experience).

First,

children are recognized as being able to acquire a second
language more naturally than older people; second, children
have no firsl language inhibitions; neither do they face the
threat of losing their first language identity or ego; and
third, they do not have the anxiety of older students which
may impede language acquisition.
"world language."

English is considered a

Dubin and Olshtain (1986) called it a

"language of wider communication" (p. 7).

Consequently, the

importance of English as well as parental emphasis on
childrens' English learning have resulted in a new trend of
English teaching to children in Taiwan.

This phenomenon

poses an immediate demand for expertise in teaching,
material, and curriculum development.

Recommendation of a Curriculum Developed on Communicative
Goals
Du-Babcock and Babcock (1987) suggest that English
training in Taiwan should aim at enhancing students'
communicative competence.

This brings the issue of

recommending a communicative curriculum for Taiwan's English
programs.

According to Dubin and Olshtain (1986), a
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communicative curriculum draws from three major areas:
First, a sociolinguistic view of language which suggests
that language is inseparable from its sociocultural context.
This view focuses on the study of communicative competence,
that deals with social and cultural knowledge, including what
to say, how, where, and to whom.

This view aims to take into

account "the verbal and non-verbal mechanisms which native
speakers use unconsciously to communicate with each other"
whenever teaching or learning a second language.
Second, a cognitively-based view of language learning,
which accounts for individual differences in learning
processes (strategies and tactics) and aims at planning
courses around students' needs.

This view considers that

learners' errors are a suggestion of a hypothesis-testing
process and needs must be taken into account when course
developers design learning tasks.
The cognitively-based view also draws on Cummins'
dichotomy of "cognitive academic language proficiency (CALF)
and basic interpersonal communicative skills (BICS)" along
with his argument for a "context continuum" (as cited in
Dubin and Olshtain, 1986).

It is argued that when second

language learners are not yet well-developed in manipulating
the cognitive and abstract domain of their first language,
availability of context continuum is especially helpful in
providing contextual support for expressing and receiving
meaning in the second language learning process.

Therefore,
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Dubin and Olshtain (1986) provide a number of principles that
are important for course developers.
include consideration of:

These principles

(1) the learners' proficiency and

general first language development in defining course
objectives, (2) evaluation of the level of cognitive ability
needed for learning tasks,

(3) guidance for learners from

context-embedded to context-reduced activities (for CALP to
develop), and (4) incorporation of both face-to-face
communication and cognitive and academic development in
planning the work for the overall course.

This holistic view

of language learning places high value on overall interaction
as well as on message transmission and entails a shift from
accuracy to appropriateness and meaning.
Third, a humanistic approach in education calls for "the
humanistic curriculum" to combine affective and cognitive
objectives in a learner-centered pedagogy.

The humanistic

curriculum endeavors to develop the whole person and stresses
"cooperation between students and teachers" with the former
taking on responsibility for their own learning and the
latter acting as a facilitator.
Under the principles of communicative goals, the role of
the teacher is as a director who manages, coordinates and
supports; the role of the students is as players who "take
part in all of the interactional configurations which are
important in a communicative language course"; the role of an
administrator is that of a producer who makes decisions
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concerning "what" course content and overall plans are to be
conducted; the role of a material writer is to produce
materials that lead to spontaneous behavior in classrooms;
and finally, the role of a researcher is as a trend-setter to
set styles and directions for the field

of language teaching

(Dubin and Olshtain, 1986).

The Scope of a Communicative Syllabus
As Dubin and Olshtain (1986) highlight, a communicative
syllabus expands its teaching scope in three areas.
First, selection of linguistic "content" in the
curriculum has been expanded to include not only language
structures, situations, and themes or topics, but also
concepts (notions) and functions.

Furthermore,

socioculturally appropriate knowledge and language experience
are incorporated into the syllabus.

Dubin and Olshtain

stress the importance of coherence and cohesion in language
content, entailing an emphasis on longer spans of the
discourse area--such as those provided by written
texts--being communicated.
Second, "processes" of language teaching have expanded
to incorporate open-ended workouts such as global activities,
cognitive activities and creative activities in order to give
the students the widest opportunities to use language for
various purposes.

Dubin and Olshtain (1986) present samples

of workouts, such as:
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1.

"Warm-ups/Relaxers for the occurrence of student

motivation and involvement;" examples include games, songs,
physical activities, and puzzles;
2.

"Information-Centered Tasks for natural language

use;" examples include share-and-tell, gathering information,
and treasure hunt;
3.

"Theater Games" to increase simulation; examples

include role playing, play enacting, and story telling;
4.

"Mediations/Interventions" for bridging information

gaps; examples include information completion and opinion
exchange;
5.

"Group Dynamics and Experiment Tasks" for sharing of

feelings; examples include group or pair problem-solving,
exchange of personal concerns and group hands-on activities;
6.

"Problem-Solving Tasks" for decision making;

examples are group discussions and decision making;
7.

"Transferring/Reconstituting Information'' for

emphasis on cognitive use of language; examples are following
a reading passage, graphic display, filling in forms, making
judgements, and sequencing;
8.

"Skill-Getting Strategies" for development of

specific language skills;; examples are SQ3R (survey,
question, read, recite, review) for reading, and reassembling
scrambled language.
Third, intended student "product" is emphasized on the
development of language skills--listening, speaking, reading
and writing,--"moving away from the encoding and decoding
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level to the use of skills for real communication" (p. 100).
The skills to be developed are ultimately determined by the
learner's needs and wants.

Need assessment can lead to

"multiple course objectives" and adjustments made by course
planners to reflect the majority of the learners' needs.
Finally, "learner autonomy" is an additional emphasized
product that shows the extent to which the students have
become independent in an interactive situation (Dubin and
Olshtain, 1986).

Purpose of the Project
Given the communicative goals and framework of the
project's expanded scope on its teaching syllabus, the
purpose of the project is to stress the importance of a
content-based approach which can be essential to the
communicative curriculum for Taiwan's English education.

The

goals are to review studies of content-based approaches that
probe into the relationship between the role of content and
language learning and to find that language can be acquired
simultaneously when the focus of learning is on meaningful
and relevant subject matter (Mohan, 1986).
Since Mohan (1986) has recognized the common phenomenon
that many language students failed to reach their potential
in academic, specific or general performance as the result of
"a poor coordination of language learning with meaningful
content or subject matter" (p. 1), a question which needs to
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be answered is:

Where does content or subject matter fit in

the communicative curriculum?

Finally, another goal of the

project is to achieve curriculum development based on the
content-based approach for Taiwan's English programs.

Scope of the Project
An Educational Resources Information Centers (ERIC)
computer search concerning research over the last ten years
of content-based language instruction located very few
relevant documents.

Most of the information referred to in

this project was found in a few British and North American
ESL education publications.

Naturally, certain adaptations

from these publications were made for the purpose of this
project.

Some key findings of language and learning theories

were found in general · language educational literature as well
as the literature of bilingual education.
A library search through U.S. mainstream kindergarten
curriculum guides and texts located several valuable editions
for the project that will be useful in developing a first
year curriculum.
language teaching,

Four model lessons--(1) mathematic-based
(2) science-based language teaching,

(3)

social studies-based language teaching, and (4) language
arts--will be developed to demonstrate how strategies of the
content-based approach can be incorporated into a language
teaching syllabus.
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This project proposes a three year time frame for its
implementation stage and is developed to present to those
individuals interested in English teaching in Taiwan.

It

will be integrated into children's English programs where the
student population is Taiwanese and Chinese.

These students

will be those with little or no English background but are
proficient in basic Chinese language skills.
This project encompasses communicative language
instructional teaching goals supplemented by content-based
teaching syllabi.

After the project's three year

implementation stage an evaluation will reveal its
effectiveness.

Conclusions on the practicality of a

content-based English program will be made as well.

Summary
The inadequacies of Taiwan's English education pointed
out by Du-Babcock and Babcock (1987) and the increasing
demand for English teachers who are properly trained call for
English curricula develop mental methodologies.

Dubin and

Olshtain (1986) stress that a communicative curriculum
embraces three major views of language and learning:

(1)

a

sociolinguistic view of language, which examines language in
its content;

(2) a cognitively-based view of language

learning, which emphasizes meaningful and appropriate
communication rather than accurate production of pure
linguistic form; and (3) a humanistic approach of education
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that combines affective and cognitive objectives to develop
the whole person and emphasizes a strong sense of
participant-cooperation.
A communicative syllabus has, furthermore, enlarged the
teaching content of traditional syllabi in three major areas:
(1) expanded content selection and organization, that is
achieved by contructing and combining three inventories of
linguistic features--"semantico-gramatical categories,
functional skills needed for communication, and themes and
topics"--;

(2) more open-ended activities are included in the

syllabus in order to provide students greater opportunities
for using the language;

(3) in the area of learning product,

real communicative language-skill development is stressed
over that of pure language encoding or decoding.

Limitations of the Study
Presently, literature in the area of content-based
language instruction is very limited.

Mohan (1986), Brinton,

Snow, and Wesche (1989), and Dale and Cuevas (1987, Kessler
and Quinn (1987), King, Fagan, Bratt, and Baer (1987), and
Crandall (1987) have laid a foundation for this approach.
However, problems arise when the present study attempts to
adapt an adequate model for a children's English program in
Taiwan.

Besides the "Language Across the Curriculum

Movement" and the "Canadian Immersion Program," the other
models mentioned by the above researchers are all designed
for the needs of older students or those who have higher
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English proficiency.

Since· the "Language Across the

Curriculum Movement" mainly concerns itself with content
mastery, only the "Canadian Immersion Program" is left as a
viable model to adapt.

Limitation of referents thus poses

problems for the development of the project.
In addition, more research concerning English education
in Taiwan is necessary for a more objective assessment of its
effort.

Besides the finding of Du-Babcock and Babcock

(1987), the statement of the new trend of children's English
teaching is based on the author's personal observation where
subjective opinions and misjudgement are possible.

Moreover,

the program developed in this project will be a pilot program
when implemented in Taiwan's English teaching context.

It

may take a great deal of adjustment after actual need
assessment is conducted.

Therefore, an alternative program

or curriculum may take place.
Finally, within a limited time frame, the result of the
project is far from being thorough or perfect.

Nevertheless,

it endeavors to open a trail for further research that will
bring much improvement to English language teaching in
Taiwan.

Definition of Terms
Content-Based Teaching.

The teaching of content areas

or information in a target language.

No direct or explicit

effort is made separately to teach the language apart from
the content being taught (Krahnke, 1987).
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Content-Based Instruction.

The integration of content

learning with language teaching aims with the language
curriculum centered around the academic needs and interest of
the students.

It aims to eliminate the artificial separation

between language instruction and content classes.

Its

activities and materials are geared to stimulate students'
critical thinking and learning through the use of the target
language (Brinton et al., 1989).
English As a Foreign Language (EFL).

"The teaching of

English language skills in a non-English speaking community
or country" (Harris and Hodges, 1981, pp. 103, 104).
English As a Second Language.

The teaching of English

language skills "to persons in an English speaking
environment whose native language is not English" (Harris and
Hodges, 1981, p. 104).
Curriculum.

The general planning of an educational

program which considers "the whole complex of philosophical,
social and administrative factors"
Syllabus.

(Nunan, 1988, p. 6).

"Specification of what units will be taught~"

it is a subpart of curriculum (Nunan, 1988, p. 6).
Strategies.

It refers to the "superordinate, abstract

and long-term cognitive processes that learners go through"
(Dubin and Olshtain, 1986, p. 71).
Tactics.

"The short-term processes used to overcome

temporary and immediate obstacles to the achievement of the
long-range goal of language acquisition" (Dubin and Olshtain,
1986, p. 90).
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Semantico-Grarnrnatical Categories.

The selected

structural features necessary to complete a communicative
task (Dubin and Olshtain, 1986).
Acquisition.

"The natural assimilation of language

rules, through using language for communication" (Richards
and Rodgers, 1986, p. 18).
Simulation.

"Reality of function in a simulated and

structured environment"

(Jones, 1982, p. 5).

Overview of the Remainder of the Project
In Chapter II, the literature regarding content-based
language instruction, its historical antecedents, and its
rationales will be reviewed. Chapter III will adapt some
principles of integrating mathematics, science, and social
studies into language teaching as well as learning.

Develop-

ment of a content-based children's English program in Taiwan
will be presented in Chapter IV.
will include:

Subtopics in Chapter IV

background information, program design,

methodology of curriculum development, and a description of
the first-year course outline.
content area--(1) mathematics,

One model lesson for each
(2) science,

(3) social

studies, and (4) language arts--will also be presented.
Summary, conclusions, and recommendations will be included in
Chapter V.

CHAPTER II

REVIEW OF RELATED LITERATURE
Chapter I established the need to integrate an English
curriculum based on communicative goals using a content-based
approach in Taiwan's EFL programs.

This Chapter discusses

the role of content in language learning and explores the
reciprocal perspective on the relationship between language
and content learning espoused increasingly by language
teachers and researchers.

Historical antecedents of language

learning through use of meaningful content will be examined.
From this examination, certain models will provide insights
into designing a viable content-based English program in
Taiwan.

Finally, rationales for content-based instruction

will be reviewed.

The Role of Content
Traditional language approaches have inadequately
responded to student needs.

These approaches often treat

language as a separate subject and ignore the role of subject
matter which may be vital to the process of language
learning.

Clearly, it is not practical to focus language

teaching and learning merely on linguistic knowledge such as
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phonology, morphology, and syntax.

How a language functions

in various settings and appropriately conveys meaning,
therefore, should become a major focus of instruction.
Further, to achieve a meaningful information-exchange,
one needs to rely on sufficient knowledge and vocabulary
concerning the subject and the surrounding environment to
make sense of the conversation.

As mentioned in the previous

chapter, communicative approaches have responded to these
needs and set forth frameworks for course planning.

In the

expanded language content area of a communicative approach,
Dubin and Olshtain (1986) suggest that an inventory of
notions and grammar will provide the backbone of a program
with the other inventories--themes and topics, and
sociocultural functions--developed around it.

The outlook of

this spiral planning is shown in Diagram 1.

core: inventori; of
notions & gramnar

jp.?J__ inventory

of
themes & topics
i--.-r·-..-:""!: :;:-=--inventorv of
sociocultural functions

.,...•
4

- ./::?

:,;it~

i.---~~. .. ,

W')m»~

Diagram 1.
Spiral Approach to Organizing Linguistic
Inventories.
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However, Dubin and Olshtain (1986) point out that approaches
to the combination of the three inventories are left to the
decisions of course planners.

One point that needs to be

stressed is that Dubin and Olshtain have noted the vitality
of the inventory of themes and topics and suggest its twofold
purpose as:

(a)

to provide appropriate cultural

contextualization for the language materials
syllabus, and (b)

in the

to motivate interest by using topics that

are relevant and appealing to a particular group of learners.
Dubin and Olshtain (1986) state that one strategy for
topic selection is to integrate content from other subject
matter areas in the course curriculum.
called "language in the content areas."

This approach is
Counting on the

viability of their suggestion that successful language
learners may be able to use their knowledge of the language
effectively because they possess a good vocabulary stock,
inventory of themes and topics can direct the choice of
lexis.

This view places an emphasis on the importance of

the subject matter (or content areas).
An alternative of the spiral planning, therefore,
emphasizes the importance of the inventory of themes and
topics (chosen from content areas) with the other two
inventories of language features developed around it.
is shown in Diagram 2.

This

18

core: .5..nvento!:"r of
themes t:,t topics

Diagram 2.
An Alternative Spiral Approach to Organizing
Linguistic Inventories.

In effect, content areas become the core of language
learning.

The student's focus is on interesting and relevant

subject matter; they naturally acquire the language, which is
used as a medium of communication and interaction.

Notions

and grammar along with appropriate sociocultural functions
are gradually acquired under simulation and other exercises.
The remainder of this section presents the heart of the
issue of second language learning, and discusses the role of
content and its relationship with language; it thereby gives
a better explanation of the advantage of utilizing
content-based language instruction.

Mohan (1986) defines the

relation ship between language and content as "reciprocal":
A language is a system that relates what is
being talked about (content) and the means used
to talk about it (expression).

Linguistic
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content is inseparable from linguistic
expression .•.

In subject matter learning we

overlook the role of language as a medium of
learning.

In language learning we overlook the

fact that content is being communicated.
What is needed is an integrative
approach which relates language learning as a
medium of learning, and acknowledges the role of
content in communication. (p. 1)
Omaggio (1986) agrees that sensible communication involves a
certain connection of thoughts being communicated; for
natural language to occur, any given utterance has to be
embedded in ongoing discourse under a particular
circumstance.

Omaggio draws the distinction between

contextualized and noncontextualized language practice,
stating that the former "links forms with meanings that
language learners might genuinely want to convey in natural
communicative situations.

In designing structured,

precommunicative practice, contextualized exercises are
clearly preferable for this reason" (p. 95).

Omaggio

recommends an early use of contextualized and meaningful
drills that reflect psychological reality and communicative
value.

This point of view emphasizes the importance of

meaningful content in language teaching and learning.
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The Role of Background Knowledge in the Linguistic
Comprehension and Learning Process
Cognitive psychologists in the late 1960s viewed
learning as an active mental process that strongly emphasizes
the importance of the meaningfulness and organization of
background knowledge.

Omaggio (1986) points out that the

process of second-language comprehension activates three
types of background knowledge:
(1)

linguistic information, or one's knowledge of the
code;

(2)

knowledge of the world, including one's store of
concepts and expectations based on prior
experience; and

(3)

knowledge of discourse structure, or how various
types of authentic discourse (such as conversation,
radio broadcasts, literacy texts, newspaper
accounts, fables, political speeches, and the
like) are generally organized (p. 97).

To activate Type 2 and 3 as well as Type 1 knowledge,
relevant context that provides contextualized cues is
essential.

For example, in the instance of comprehending

written or oral texts, contextualized cues provide second
language learners with sufficient background knowledge to
extract more information from the text.

This not only

compensates for learners' weaknesses in process strategies
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and linguistic proficiency but also increases their
comprehension and enriches the learning experience.
Further, Brinton et al.

(1989) adopt a suggestion based

upon research in methodologies which implements authentic
texts as a starting point.

The authors also contend that

"simply contextualizing language lessons which are organized
around structure or functions is not enough" (p. 10).
Moreover, authentic texts for oral or written practices are
created for a purpose other than language teaching; they
provide the concrete form of "the structure, functions, and
discourse features to be taught" (p. 1).

The authors

recommend that authentic text such as those for academic
subject areas, magazines, newspapers, broadcast materials as
well as audio and visual materials are all good sources for
language learning.

Language Learning Through Language Use:

Historical

Antecedents
A modern emphasis on language as a medium of learning
and the attention given to language in use plays an important
role in education, work, and social interaction (Mohan,
1985).

As Mohan stresses, language is normally a medium of

learning about the world and, therefore, the language
classroom should not be restricted to teaching language for
its own sake.

Instead, it is important to every teacher
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(including language teachers and content-area teachers) to
recognize that teaching language in the content areas is
particularly relevant both for mainstream and ESL education.
Traces of the above recognition find roots in several
content-based language teaching movements:

"Interactive

Language Teaching", "Language for Specific Purposes", and
"Immersion Education" (Mohan, 1985; Brinton et al., 1989;
Lessow-Hurley, 1990).

Following is a review of these

examples of language teaching in the content areas.

Interactive Language Teaching
Mohan (1985) is concerned with the seemingly hopeless
situation that ESL students confront due to not having the
fluent English skill necessary to reach their potentials in
content learning.

He examined how the existing resources in

schools can best solve the ESL students' difficulties and he
centered his study around the relationship between content
areas and the role of language in content learning.

Mohan

defined an important stage in the recent development of ESL
educational policy, called "Interactive Language Teaching."
This stage was "language teaching for and through the
community; language teaching through content and for content"
(p. 4).

The importance of interactive language teaching is

that positive steps are taken to directly relate the language
course to the student's communicative environment.
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An example of interactive language teaching is
"industrial language training," which aims to train immigrant
workers to a level of English communicative skill necessary
for the English work environment.

Industrial language

training courses select and teach content of the professional
knowledge, skills and the communicative expressions the
learners need in order to carry out code or message exchange
with native workers.

The training makes use of situational

recording and role play activities in creating conditions
(such as communicating with native supervisors, managers, and
co-workers) to enhance learning.

The training aims directly

at teaching language through the informational content so
that the learners can adequately adjust to the new language
environment and establish social relations with native
speakers.
Industrial language training is one type of
content-based language teaching noted by Mohan (1985) to be
distinct from traditional language teaching by the steps that
the ESL teacher takes on:
1.

"Analyze the learner's needs" as opposed to assuming

that "whatever is taught in the course is needed by the
learners" (p. 6).

This step determines the learners' present

and future roles.
2.

"Describe the learners' communicative environment

outside of the language class" as opposed to ignoring it.
Observing and interviewing the learners to understand their
communication situation are seen as important.
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3.

"Relate class activities to the learner's

communicative needs" as opposed to merely teaching language
items and language skills.

This step makes a connection

between the learner's needs and the teacher's assistance,
which aims to develop feasible activities and materials.
4.

"Find frameworks which make a bridge between
language items and skills on the one hand, and
learners' communication needs on Lhe other ••.

The

overall scheme of subject matter and language
content aims to bring together a number of factors
such as language code, role, situation and
messages."

(p. 6)

These frameworks are important for course planning and
evaluation of learners' communication needs.

They illustrate

what the content-based approach is concerned with.

The third

step particularly relates the teaching content to the
learner's communicative needs and provides authentic and
relevant materials or activities to respond to the learner's
needs.

The frameworks found in the fourth step provide a map

that directs selection of teaching content and activities.
In conclusion, industrial language training is perhaps
better suited to older learners in a second or foreign
language work environment.

The learners have an immediate

need of mastering English language skills in order to play
their roles at work and, thereby, fulfill their social needs
in the English community.

Finally, the training's emphasis
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on relating language teaching to content teaching indicates
the practicality of content-based English instruction in
Taiwan.

Language and Learning in the Content Class
Mohan (1985) notes the central concern of recent
research on second language acquisition to be "the extent to
which second language learners are able to learn the second
language in the content classroom" (p. 7).

Mohan argues that

content teaching can help language learning by emphasizing
communication of information, rather than the language used.
Tucker and D'Auglejan (as cited in Mohan, 1985) state that
"the students can most effectively acquire a second language
when the task of language learning becomes incidental to the
task of communicating with someone .•. about some topic •.. which
is inherently interesting to the student" (p. 9).

Therefore,

a principle to select the right content in making up a good
language learning environment is recommended as including
more practical activities in structuring a content-based
language class.

Practical activities provide certain

visible or familiar situations that illustrate "meaning"
being communicated in the content class.

Further, the

students must be able to comprehend the content of the
subject if they are to give adequate feedback to the teacher
needed for the task of communication.
The implication of the above recommendation is that a
content class should be structured with more situational
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activities and should provide learners with comprehensive
materials.

The focus of teaching and learning should be on

"meaningful exchange."

The intent of such a content class is

to activate an incidental occurrence of language acquisition
when the content is being learned at the same time.
Brinton et al.

As

(1989) notes, "the traditional focus of both

native and second language classes on awareness of linguistic
form is largely subordinated to a focus on acquiring
information through the second language" (p. 5).

The authors

also point out that the innovation of the content-based
approach is increasingly espoused by teachers and researchers
and, thereby, is the cornerstone of second language teaching
as immersion language programs.

Language Across the Curriculum
The Bullock Report, which concerns many aspects of
teaching, was published by a committee of inquiry into
language in British schools in 1975 (Mohan, 1985; Brinton et
al., 1989).
committee as:

Brinton et al. describe the major finding of the
"that first language instruction in the

schools should cross over all subject matter domains" (p. 5).
The Bullock Report recommended "an organized policy for
language across the curriculum in every school, establishing
every teacher's involvement in language and reading
development" (cited in Mohan, 1985, p. 11).

Language

teaching, therefore, should be a part of instruction in other
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curricular areas.

Clearly, the above recommendation is a

response to native students' need in first language
development.

The influence of the recommendation brings

about a reciprocal perspective on the relationship between
language and content learning.

For example, within the

framework of language across the curriculum movement, the
instance of "writing across the curriculum (WATC)" suggests
the double-ended concept of "learning to write and writing to
learn."

Learning to write is for the purpose of language

development.

Mohan (1985) stresses more encouragement of

"expressive" and "exploratory" talk and writing in the
content classroom.

The reason is that "expressive writing"

is viewed as crucial for learning to write; transactional and
poetic writing can grow out of it.

On the other hand,

expressive writing facilitates students' thinking, trying out
ideas and hypotheses tentatively; it plays a very important
role in general cognitive learning.

The scope of WATC,

therefore, goes beyond merely learning to write.

Development

of language through writing represents experience to the self
in order to make sense of new information.

In conclusion,

WATC aims at providing the students opportunities to learn to
write, with the content teaching as an environment for
learning to communicate.

WATC also aims to emphasize content

teaching as an environment for writing and communicating to
learn.
One other example of the reciprocal relationship between
language and content learning is "reading in the content
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areas (RICA)" (Mohan, 1985; Brinton et al., 1989).

Mohan

points out three phases used in teaching reading generalized
by reading specialists:
to read), 2.

1.

Developmental reading (learning

Functional reading (reading to learn), and 3.

Cross-content reading.

Developmental reading aims to teach

students basic reading skills, which is an objective of
language development.

Functional reading aims to teach

students specific reading skills for content comprehension,
which is an objective of content mastery.

Mohan suggests the

third phase of reading, "cross-content reading" as very
important.

The skills developed in this phase refer to those

that can be related and widely transferred to the cognitive
processes required by all content areas.

On the whole, these

three phases of reading give students opportunities to "learn
to read and read to learn", which illustrates a reciprocal
perspective on the relationship of how language and content
learning can promote each other.
and RICA, Brinton et al.

With the objectives of WATC

(1989) point out the role of

language and content teachers is to cooperate with each
other, "with the language teachers emphasizing instruction
focused on language problems in reading and writing English
and the content teachers complementing this with activities
requiring reading and writing in the learning of subject
matter"

(p. 6).

In conclusion, the "Language Across the Curriculum
Movement" acknowledges the interwoven relationship between
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language and content learning; it recognizes writing and
reading development as integral with language and content
learning.

Though initially the movement is a response to

develop native students' functional and more decontextualized
skills needed for academic success, the techniques employed
by teachers in this movement are particularly relevant for
ESL students, who usually find writing and reading in content
more difficult than native students.

Finally, the

implication of this movement to Taiwan's English education is
that planning of an English program needs to take the
importance of content into account, that language can be most
effectively acquired through content learning.

Content

teaching provides activities that stimulate students'
language skills, such as thinking, reading comprehension,
generating ideas, expressive talk and writing, all of which
are valuable processes for language development.

Language for Specific Purposes (LSP)
According to Brinton et al. (1989), Language for
Specific Purposes (LSP) courses aim at preparing second or
foreign language learners for real-world demands.

LSP

courses usually involve pragmatic, experience-based
instruction and emphasize providing language content that
reflects the language learner's needs.

For example, adult

language learners may have specific language demands in
certain businesses or professions.

Postsecondary students

may have certain language requirements in preparation for
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entering certain fields.

Similar to industrial language

training courses mentioned earlier in the chapter, LSP
language learners need to acquire the communicative
expressions used in the fields of interest to achieve code or
message exchange with native workers.

To plan a LSP course,

a systematic need analysis is necessary to respond correctly
to learners' needs and select relevant and authentic texts or
materials.

Variations of learners' needs help to decide the

form of teaching materials, which can be "a taxonomy of
microskills" or "a particular set of texts" to be mastered.
"Teaching English for Specific Purposes (ESP)" is the
most widely known of LSP (Brinton et al., 1989).

Target ESP

learners are those who need to acquire communicative English
skills to carry out tasks in the fields they are or will be
engaged in.

ESP courses would select teaching materials from

certain communicative environments (such as the field of
medicine, the field of engineering, and the field of
commerce) in response to the English learner's specific
needs.

Mohan (1985) argues that ESP has similarities with

"reading in the content areas (RICA)," since many teaching
materials of ESP "focus on techniques for working with
reading passages from content textbooks" (p. 15).

Mohan's

argument implies that ESP approaches English teaching through
the content of certain fields.

When the learners learn the

content knowledge, they incidentally acquire English by using
it as a medium of learning.

To draw more analogies between
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RICA and ESP, Mohan describes the three stages of ESP
development as parallel to those of RICA.

Mohan's purpose is

to illustrate the reciprocal view on the relationship between
language and content learning as seen by ESP.

The three

stages of ESP development are:
1.

"Basic language development."

At this stage,

dialogues and vocabulary used in learners' fields of interest
are chosen for pronunciation and pattern practices.

This

stage develops a basic ability in English.
2.

"Content comprehension development."

At this stage,

reading passage about learners' fields of interest are
offered and are followed by comprehension questions.

This

stage is equal to reading to learn.
3.

"Cross-content development."

At this stage,

learners are not only given opportunities to read to learn
but also trained to develop "classification skills" to handle
any reading passage (p. 16).
The importance of cross-content cognitive development is that
the classification skills developed at this stage enable
learners to transfer these skills to other areas of cognitive
learning; they become independent in reading tasks across any
content.

The outcome is double-ended in that learners also

acquire English through using it as a medium of cognitive
learning.
In conclusion, Brinton et al.

(1989) point out the

unifying feature of LSP courses as that "the objectives and
language content of each course are defined according to
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learners' functional needs in second language" (p. 7).

Mohan

(1985) explains that a "cross-content cognitive development"
technique enables learners to achieve language and cognitive
goals in ESP courses.

ESP is particularly relevant to

English learners in Taiwan, since they set goals for learning
English to communicate with natives for different purposes or
to pursue higher education.

ESP would be most effective and

economical for many English learners, especially when they
are going abroad to English speaking countries in a short
time.

Brinton et al. point out that LSP courses are only

possible for a homogenous group of students with the same
characteristics, needs, and goals.

Again, the conditions of

English learners in Taiwan can easily fit into the above
category.

Therefore, the content-based language teaching

approach by ESP lends great assistance to English education
in Taiwan.

Immersion Education
Immersion programs directly immerse elementary language
learners in the content class and teach them all the content
areas through a target language."

This language being the

medium, rather than the object, of instruction"
(Lessow-Hurley, 1990, p. 16).

The learners are expected to

acquire the language simultaneously while learning the
academic content.

According to Lessow-Hurley, some

characteristics in an immersion classroom are:
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*

Grouping is homogenous, and second language learners
are not competing with native speakers.

*

The teacher speaks the child's first language and can
respond to student needs.

*

Children are not expected to function immediately in
their second language and can express themselves in
their first.

*

First language support is offered in the form of
language arts instruction.

*

Instruction is delivered in the second language, but
is carefully structured so as to maximize
comprehension for students.

(p. 17)

Crandall (1987) also explains the emphases of an immersion
program as:
1.

There is a focus on meaning rather than on form.

There is no overt error correction.
2.

Linguistic modifications such as simplified speech

and controlled . vocabulary that are necessary for
comprehensible input are used.
3.

Instructional language has contextual clues to help

convey meaning.
4.

Conversational interaction--usually the subject

content--is interesting and real to the students.
5.

Students are allowed a silent period and do not have

to speak until they are ready.

(p. 5)

The above characteristics and emphases of an immersion
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program illustrate the model's major concern of developing
optimal ways of presenting understandable content to young
language learners.

This concern is shown by support of the

first language, use of comprehensible input, contextual
classes, interesting content, tolerance of learners' errors,
and providing a silent period.
The immersion model has been proven to be more effective
than other forms of language instruction in schools after
year-by-year research results of the famous French early
immersion programs in St. Lambert, Quebec, Canada
(Lessow-Hurley, 1990; Brinton et al., 1989; Crandall, 1987).
Lessow-Hurley draws from Cummins and Swain's research results
and points out that students in the French early immersion
programs benefit in the following ways:
*

achieve higher levels of proficiency in the second
language than students who study it as an isolated
subject,

*

attain native-like receptive skills in their second
language and, while their productive skills fall
short of native proficiency, they are quite capable
of expressing themselves in the second language,

*

have heightened sensitivity to social and cultural
aspect to their second culture.

Brinton et al.

(p. 18)

(1989) point out the successes of the French

immersion programs have initiated a wide-spread adoption of
immersion modes with various formats in both Canada and U.S.
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schools.

Today, the immersion approach is used successfully

with complex subject matter in postsecondary level bilingual
programs, "yielding impressive proficiency gains together
with mastery of the content" by learners (p. 9).
According to Brinton et al.

(1989), one problem with

immersion education is that it has evidently been proven
unsuccessful with language minority children where there is
inadequate input and support for continued mother tongue
development.

In other words, if there is a threat of losing

their first language, the minority children are likely to
fall behind in both first and second language development as
well as the subject matter learning.

It is recommended that

immersion education be applied to language majority students
learning a foreign language for self-enrichment when there is
no risk of losing their first language or identity.
et al.

Brinton

(1989) note that "for such children, constant

out-of-school exposure to the first language, as well as
first language instruction in school, ensures its continued
development throughout their school years" (p. 8).
The immersion education discussed above points out
several issues for attempting to construct a content-based
English program in Taiwan.

First, the conditions in Taiwan

for English teaching can easily match those required by an
immersion model.

As the preceding paragraph points out,

immersion education is recommended to language majority
students.

For Taiwanese and Chinese there is not a threat of
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losing both languages when put into foreign language
classrooms, since they continue to use these first and second
languages outside of the English classrooms. As a matter of
fact, public education in Taiwan and immersion education are
alike, since Taiwanese students are always immersed in
content instruction through their second
language (Chinese) which is a medium of learning all subject
matter.

The students grow up learning both Chinese and

content subjects at the same time.

The process of acquiring

Chinese occurs simultaneously when the learner's focus is on
content area learning (based on the investigator's personal
experience).

Therefore, success in applying the same

immersion format to teach a third language--English--is quite
promising.

In addition, if traditional English teaching can

turn its attention away from merely the teaching of abstract
or isolated linguistic elements as well as rules and teaches
the language within its use (in content subjects in
particular), perhaps it will be more successful.

Immersion

education teaches a language across all content areas and
facilitates students' language acquisition; the model thereby
should become the format of an effective English program in
Taiwan.
Second, Taiwanese English learners are a homogenous
group that face no competition with native English speakers
either in English or content learning.

Taiwanese English

learners can enjoy English learning at their own pace through
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,

interesting content.

If well-trained native English teachers

are available, intensive interaction between Taiwanese
students and native teachers can accelerate second language
acquisition meaningfully.

Support of first language comes

from Chinese teachers in or out of the language classroom and
the Taiwanese (Chinese as well) community; continuation of
first language and identity is ensured.
Finally, the emphases of an immersion program mentioned
previously provide guidelines for designing a content-based
English program in Taiwan.

It is recommended that English

learning start from an early age and that a language
classroom have at least one English speaking teacher and a
Chinese teacher fluent in English.
different language and culture.

Each teacher represents a

Constant interaction between

the native teacher and learners is essential.

As Brinton et

al. (1989) mention, a theory in accordance with the immersion
model claims that "intensive exposure .to the target language
through natural communication with native speakers (is)
essential, as (is) starting at a young age" (p. 8).

The role

of the Chinese teacher is to explain or clarify concepts of
the content so that learners know what to expect out of
English learning in the content class.

Careful separation of

English and Chinese instruction will prevent learners from
being confused by the two different languages and cultures.
Immersion education also stresses the importance of
comprehensible input and contextual clues.

The content-based
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English classroom in Taiwan, therefore, needs to utilize
understandable, relevant, and interesting content texts or
materials as well as to create activities or situations that
learners can easily draw meaning from.

Comprehensible input

and contextual clues contrast from what traditional English
education stresses--boring drill practice and grammar
analysis, which are too abstract for learners to grasp.
Furthermore, immersion education stresses that careful
attention should be paid to the role of learners' affective
factors in the learning process.

A content-based English

program in Taiwan needs to take into account that the
learners' errors are attempts of hypothesizing and that
beginning language learners naturally go through a silent
period before speaking.

English teachers should wait until

learners are ready to produce the language instead of
imposing production on them.

Under such a relaxed condition,

English learning will be more successful.
As mentioned in the previous section, the success of
immersion education has initiated a wide-spread adoption of
the immersion model in both Canadian and U.S. postsecondary
levels.

The adoption of the immersion approach exists with

various formats, such as "Sheltered Content-Based
Instruction" and "Adjunct Language Instruction" (Brinton et
al., 1989; Crandall, 1987).

Sheltered content-based

instruction uses native teachers, who are also content
specialists, to teach content through the target language.
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The students are a group of target language learners
segregated from native students in public schools.

By

placing the target language learners in "the same linguistic
boat" and with the adjustment made by content teachers to
simplify classroom communication, the learners are able to
benefit from sheltered courses.

Brinton et al. explain that

in an adjunct program, "students are enrolled concurrently in
two linked courses--a language course and a content
course--with the idea being that the two courses share the
content base and complement each other in terms of mutually
coordinated assignments.

Second language learners are

sheltered in the language course and integrated in the
content course, where both native and nonnative English
speaking students attend the same lecture" (p. 16).
The common features shared by both sheltered and adjunct
language instruction are:

(a) they are all organized around

content areas for the sake of contextualizing the language
being used and they bring about a meaningful learning
experience for students (the primary focus of instruction is
on information rather than on the language);

(b) they aim to

utilize authentic materials and tasks that accurately reflect
the student's academic demands and needs;

(c) teachers put

effort into adapting or supplementing these materials for
language teaching purposes and assist students in
comprehending the materials with specific strategies; (d)
they all make some degree of accommodation to the student's
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needs in order to help them acquire the content materials.
Drawn from Brinton et al., principles of adapting either
sheltered or adjunct models depend on several factors:
1.

"Course purpose and learning focus"; the sheltered

model aims to help students to master the content areas with
incidental language learning and the adjunct model aims to
give equal importance to both language learning and content
mastery;
2. "The degree of explicit integration of language and
content", which decides instructional format; the sheltered
model focuses primarily on content and assumes the sole
responsibility of the content teacher for content and
language instruction; the adjunct model stresses a greater
degree of integration of language and content by linking the
language and content courses and distributes instructional
responsibility to both content and language teaching teams;
3.

"Student population"; the sheltered model separates

or shelters second language students in the content course
and the adjunct model has its students enroll both in the
language and the content courses;
4.

"Focus of evaluation"; the sheltered model assesses

students' content mastery and the adjunct model evaluates
students' academic skills and language skills separately (p.
18, 19).
In conclusion, Brinton et al.

(1989) point out that

within the frameworks of both the sheltered and adjunct
models, the content materials are the core of their
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curriculum with the language syllabus mapped onto this
curriculum and an additional treatment of transferable
content-specific language skills is also given.

The two

models utilize content texts and explicit graphic organizers
along with study guides in order to link language and content
learning together.

Consideration of teacher training (such

as curriculum and syllabus design and material development),
staff development (special coordination and team training
between content and language teachers), and program
administration that gives support to the integration of the
curricula is necessary.

To sensitively respond to students'

needs and abilities, careful selection of content instructors
is important.

Although Brinton et al.

(1989) have indicated

the success of both the sheltered and adjunct models
throughout their work, they also point out that the two
models are mainly appropriate for intermediate or high
intermediate to advanced levels.

The implication of these

two models to Taiwan's English education is, perhaps, not as
significant as the immersion approach (as discussed earlier).
First of all, there is no need for a sheltered program in
Taiwan since the community is a homogenous one, that there is
no requirement for segregation between Taiwanese and English
speaking students.

On the other hand, an English program can

take steps to "indirectly" adjunct its language teaching
content to that of the Chinese school curricula.

Since there

is no official policy for enrollment of an adjunct program
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for English and content learning, planning an English program
can include taking steps to survey the content of what is
being taught in the Chinese school and relate it to the
content of English teaching.

Consequently, English teaching

will be able to provide English learners with relevant and
authentic content.

The learners will benefit from a double

exposure to the content taught in Chinese schools and an
English classroom as well.

Rationales for Content-Based Instruction
The previous section reviewed the development and major
models of content-based language instruction,.

This section

will describe the essential rationales for content-based
instruction necessary to set forth the theoretical background
of the approach.

Input Theory
The first rationale is that the development in second
language acquisition and the practice within the various
fields of language instruction provide insights to proponents
of content-based instruction.

The cornerstone of the

content-based approach is Krashen's "input theory" (Crandall,
1987).

Input theory proposes that rich, meaningful and

comprehensible input is desirable in the language acquisition
process.

To enable this process to take place, the

conditions where learning occurs and the types of input that
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the learners receive are critical.

Richards and Rodgers

(1986) explain input theory as "input must be comprehensive,
slightly above the learner's present level of competence,
interesting or relevant, not grammatically sequenced, in
sufficient quantity, and experienced in low-anxiety
contexts."

Crandall also states that "input must be

comprehensible to the learner (at or just above the learner's
level) and be offered in such a way as to allow multiple
opportunities to understand and use the language" (p. 5).
Situational and verbal cues help comprehension to occur when
new linguistic elements are introduced.

When adequate input

is sufficient, an interaction among the situational and
verbal cues and the learner's incomplete knowledge along with
their previous experience will take place; comprehension thus
occurs.

Meaning is internalized when it is constantly

repeated by provision of rich input.

Furthermore, Crandall

agrees that the presence of comprehensible input and low
anxiety in the learning process facilitates language
acquisition, and recommends provision of interesting texts
and activities to increase the potential relevance and
meaningfulness of the learning experience for the learner.
Crandall recommends one other suggest·ion to reduce the
learner's anxiety:

to postpone the learner's production of

their target language until the learner comprehends a
sufficient amount of the language and is ready to speak it.
Burling (1984) explains the concepts of postponing the
learn's production as follows:
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The most successful language learners are often
those who can get themselves into a situation
where they can hear a vast amount of the
language without being under pressure to speak.
This is one of the reasons why grade school
children are often so successful.

(p. 5)

Crandall also draws on Krashen's emphasis and suggests
extensive reading and writing for pleasure as a means of
language acquisition.

Selection of materials and activities

should deal with interesting, authentic, and real-world ideas
or problems.
In conclusion, input theory is the most important
influence on content-based instruction because the theory
emphasizes the role of the learner's affective factor and the
importance of meaningful and understandable input in the
acquisition of another language.

The use of interesting and

authentic materials and activities is not relevant and useful
to the learner because these materials and activities help
the learner to cope and deal with the world around them.

Motivation
A second rationale for content-based instruction is that
many language teachers and researchers assume that the use of
informational content increases the learner's motivation.
Even though the learner's language needs and interests may
not always coincide, motivation inevitably arises when
learners accept function, duties, and responsibilities in
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content learning and consciously try to do the best they can.
The above concept is explained by Jones'

(1982) discussion of

the relationship between motivation and simulation for
effective language learning.

Jones defines motivation as

self-generating and developing from the interaction in
simulation.

Jones' theory of motivation implies that since

content-based instruction endeavors to provide relevant
materials and activities that deal with the world, it
provides simulation to best generate the learner's
motivation.

Therefore, content-based instruction stresses

the importance of informational content to increase the
learner's motivation.

BICS and CALP

The third rationale for content-based instruction is
that it builds on the learner's previous experience and takes
into account the learner's existing knowledge of the subject
matter and the learner's academic environment as well as the
learner's second language competence.

Crandall (1987) draws

on Cummins' hypothesis on two different kinds of language
proficiency:

"Basic Interpersonal Communication Skills

(BICS)" and" Cognitive Academic Language Proficiency (CALF)"
(p. 6).

Lessow-Hurley (1990) explains the distinction

between BICS and CALP as:
Skills (BICS):

"Basic Interpersonal Communicative

the language skills required for face-to-face

communication, where interactions are context-embedded";
"Cognitive/Academic Language Proficiency (CALP):

the
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language skills required for academic achievement in a
context-reduced environment" (p. 51).

According to

Lessow-Hurley, "context-embedded communication takes place in
the presence of

environmental clues" and "context-reduced

communication ••• takes place in the absence of context clues"
(p. 50).

Crandall also explains the differences between BICS

and CALP as follows.
Basic interpersonal communication skills (BICS),
(which) are language skills used in interpersonal
relations or in informal situations whose
extralinguistic and linguistic context provide
relatively easy access to meaning; and cognitive
academic language proficiency (CALP), (which) is
the kind of language proficiency required to make
sense of and use academic language in less
contextually rich (or more context-reduced)
situations.

( p.

6)

Crandall draws from Cummins and points out that CALP is
relatively much more difficult to acquire than BICS, since
CALP deals with the more abstract, formal, contextually
reduced domains of the language used in texts, tests,
lectures, or discussions of subject matter.

The above

distinction explains why many ESL students who have completed
formal ESL training and are competent in communicating with
peers or teachers still fall behind in their academic
achievement.

Crandall points out that many content-based ESL

programs have recognized the difficulties that ESL student
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have in acquiring CALF and have provided "direct instruction
in the special language of the subject matter itself" (p. 7).
In conclusion, content-based instruction takes into
account the difficulties of CALF acquisition as compared to
SICS acquisition.

Content-based instruction teaches the

target language through content areas, which provide
foundation for the students' knowledge and experience to
build up.

ESL students are given opportunities to develop

their SICS and CALF as well in a more context-embedded
learning environment.

Contextualized Language Input
The fourth rationale for content-based instruction is
that language should be taught through a focus on
contextualized use rather than on fragmental examples of
correct sentence-level usage.

Besides "comprehensible input"

as discussed previously, "contextualized language input"
theory stresses helping the learners "become aware of the
larger discourse level features and the social interaction
patterns which are essential to effective language use, as
well as the correct grammatical conventions" (Brinton et al.,
1989).

Omaggio (1986) discusses contextualized language

input as important to activate the learner's background
knowledge.

Omaggio stresses Ausubel's well-known view of

cognitive learning as "learning, which involves active mental
processes, must be meaningful to be effective and permanent"
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(p. 96).

New input must be related to the learner's present

level of knowledge; therefore, it can be easily assimilated
into the learner's cognitive structures.

According to

Omaggio, relevant context activates different levels of the
learner's knowledge (linguistic information, knowledge of the
world, and knowledge of discourse structure as mentioned in
Chapter I) and thereby increases the meaningfulness and
abilities of the learner's cognitive learning processes.
Contextualized language input also provides sufficient
referent among sentences to prevent the learner's knowledge
frame from being distorted.

Second language learners can

especially have a stereotype of conception of the language
and events of the culture the language represents.

Omaggio

(1986) explains that "for second language learners,
distortion in comprehension may arise, •.. , not only from
misinterpretation of linguistic elements of the message, but
also from misinterpretation of the script or schema,
activated due to cultural bias" (p. 101).

To prevent

cultural misconception from happening, contextualized
language input follows logical sequence and reflects the
widest possible contexts in which language is used for
communicative purposes in a culture.
In conclusion, contextualized language input theory
stresses that language teaching should teach language in
meaningful context instead of isolated sentences.

Contextu-
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alized input is logically sequenced and can activate the
learner's different levels of background knowledge.
Furthermore, contextualized input prevents the learner's
cultural frame of the target language from distortion and
brings to the learner a better understanding and appreciation
of the target culture.

Learner's Need and Interest
The final rationale for content-based instruction is
stated by Brinton et al.

(1989) as:

Proponents of English for Specific Purposes (ESP)
note that for successful language learning to
occur, the language syllabus must take into
account the eventual uses the learner will make
of the target language.

Thus, focus is on the

language forms and functions which will best
serve the learner, based on systematic
description.

(p. 3)

Brinton et al. 's statement implies that planning of ESP
courses requires a systematic description of the learner's
needs and a systematic description of texts or materials and
activities as well to correctly respond to the need analysis.
As discussed in Language for Specific Purposes (LSP), which
embraces the range of ESP, the teaching materials can take
forms that vary from a taxonomy of microskills to a set of
texts, all of which provide foundation of the language forms
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and functions that the learner needs to master in order to
perform well in the fields of interest.

This rationale

places an emphasis on correctly responding to the learner's
need to deliver learning success.
Content-based instruction takes into account the
learner's needs and emphasizes providing learning experiences
that best respond to the learner's needs.

For instance,

industrial language training takes on four steps--analyze the
learner's needs, describe the learner's community, relate
class activities to the learner's communicative needs, and
find frameworks which make a bridge between language items
and skills on the one hand, and learner's communication needs
on the other--to provide relevant language learning
experience to the learner; Mohan (1985) comments on ESL
students' need to develop English skills for content
learning; the language across the curriculum movement
recognizes native students' need to develop higher first
language skills to facilitate cognitive learning; LSP and ESP
provide language content that reflects the language learner's
needs; sheltered and adjunct language programs make certain
degrees of accommodation to the student's needs to direct
course planning and learning focus.

All of these are

examples of content-based instruction that takes the
learner's needs into account.
In conclusion, there are five rationales which relate to
content-based instruction.

First, Krashen's "input theory"

suggests that a rich and comprehensible input that is
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slightly above the learner's present level of target language
proficiency can best facilitate language learning.

Further,

Crandall (1987) recommends that the language classroom should
utilize more relevant and interesting materials and
activities to reduce the learner's anxiety level; it also
recommended that the language teacher postpone requesting the
learner's production in the target language until the learner
is ready.

Second, content-based instruction teaches the

target language through informational content; it creates
simulation for learning.

The learner's motivation is

supposed to arise in simulation; it thereby facilitates
learning.

Third, content-based instruction takes into

account the ESL students' difficulties in acquiring
"Cognitive Academic Language Proficiency (CALP)" even though
the students have acquired sufficient "Basic Interpersonal
Communication Skills (BICS)."

Many content-based ESL

programs offer direct English instruction through content
teaching because the content matter provides context-embedded
language input that the students can easily draw meaning
from.

Fourth, content-based instruction provides the

language learner contextualized language input with a focus
on contextualized use rather than on fragmental examples of
correct sentence-level usage.

The learner acquires the

language with its larger discourse features and its social
interaction patterns.

Contextualized language input also

activates different levels of the learner's background
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knowledge, which facilitates the learner's cognitive
learning.

Finally, content-based instruction correctly

responds to the learner's needs and interests with systematic
need analysis and careful selection of texts or teaching
materials.

The language input that

content-based

instruction provides is contextualized and reflects the
genuine uses that the learner will make of the language.
These rationales for content-based instruction grow out
of researchers' special interest in improving the ESL
students' life in the English speaking environment.

The

rationales are simple and specifically designed to respond to
the needs of the second language learners.

A content-based

English program in Taiwan cannot overlook the importance of
these rationales; the program should employ them as the basic
principles of its program planning.

Summary
Content-based language instruction realizes the
reciprocal relationship between language and content
learning.

The content-based approach needs to be

incorporated into the communicative curriculum in order to
successfully resolve the problem of sequencing and organizing
the language content that is to be taught.

This entails that

themes and topics selected from content areas should be the
core of the language content, with the semantico-grammatical
and sociolinguistic features of the language developed around
it.
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In essence, the content-based approach provides
meaningful and relevant language content to facilitate
language acquisition.

Cognitively, the approach activates

three types of background knowledge:
information, 2.

1.

linguistic

knowledge of the world, and 3.

discourse structure.

knowledge of

Students can particularly benefit from

this approach in academic performance.

Meanwhile, the target

language is simultaneously used as a medium of interaction
and communication.

Affectively, meaningfulness and relevancy

brought by subject matter enhance student motivation and
classroom involvement; thereby, language teaching and
learning will more likely be successful.
Mohan (1985) addresses the reciprocal perspective on the
relationship between language and content learning.

This

perspective has resulted in an educational policy that
stresses the importance of interactive language teaching.
Interactive language teaching seeks to respond correctly to
the learner's needs and endeavors to teach language through
content and for content to assist ESL learners in their
English development and academic learning as well.
Industrial language teaching responds to immigrant workers'
immediate need to develop functional English skills for the
purposes of working in the English speaking environment and
establishing social relations with natives.

Industrial

language teaching is a content-based instruction that relates
classroom activities to the learner's communicative needs;
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this is achieved by bridging between language items and
skills and learners' needs.

Mohan suggests that the content

class can help students develop their second language skills
by focusing content instruction on meaningful information
exchange with the assistance of extralinguistic clues, such
as practical activities that students can draw meaning from.
Historical antecedents of content-based language
teaching include the Language Across the Curriculum movement,
which recognizes writing and reading as an integral part of
language teaching; Language For Specific Purposes (LSP),
which emphasizes providing language content that reflects the
language learner's specific language demands in certain
professions; Immersion Education that directly immerses young
language learners in the content class and teaches the
content through a second language; and Sheltered
Content-Based Instruction as well as Adjunct Language
Instruction, in which the language curricula are all
organized around the core of content materials.

Rationales

for content-based language instruction include:

1.

Krashen's Input Theory that stresses the importance of
comprehensible input and provision of interesting materials
to reduce the learners' anxiety level in second language
acquisition; 2.

Language Teaching through Information

Content to create simulation for the learners' motivation to
arise; 3.

Consideration of Cummins' dichotomy between Basic

Interpersonal Communicative Skills (BICS) and Cognitive
Academic Language Proficiency (CALP), which points out that
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CALP is more difficult for the learners to acquire than BICS
and suggests that language teaching through content
instruction should be structured with more context-embedded
input that the learners can easily draw meaning from; 4.
Contextualized Language Input Theory, which stresses
provision of language input within its larger discourse
features and

its social interaction pattern that the

learner's background knowledge can be activated to a greater
extent; and 5.

emphasis on correctly responding to the

learner's needs and interests that reflect the genuine uses
that the learners will make of the language.

CHAPTER III
INTEGRATING MATHEMATICS, SCIENCE AND
SOCIAL STUDIES INTO LANGUAGE TEACHING

The previous chapter reviews the foundation of
content-based language instruction and justifies the need of
incorporating this approach into a communicative language
curriculum.

This chapter proceeds to review some practical

principles and strategies
into language teaching.

of integrating content instruction
The areas touched upon include

"Learning a Second Language through Mathematics," "ESL and
Science Learning," and "ESL and Social Studies."

Learning a Second Language Through Mathematics
Dale and Cuevas (1987) argue that carefully structured
mathematics content and instructional activities can promote
second language development.

It is achieved through "a

natural, subconscious process in which the focus is not on
language per se but on communicating the concepts, processes,
and applications of mathematics" (p. 29).

Kessler (1987)

stresses that the natural process of second language
development in mathematics learning takes place when learners
are given opportunities to communicate and interact with each
other through group work and peer tutoring.
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Mathematics
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learning also provides opportunities for students to generate
problems and develop critical thinking skills; it thereby
contributes to successful mathematical performance as well.
According to Dale and Cuevas (187), the reading and writing
tasks in mathematics problem-solving, with the aid of
manipulative materials and graphics, build on the student's
language

experience; this contributes to successful language

acquisition.

From their research results, Dale and Cuevas

note the outcome of learning a second language through
mathematics shows that LEP students consequently "find
themselves learning mathematics, while at the same time they
are acquiring language skills used both in enjoying
communication and in the academic setting of mathematics" (p.
31).

Mathematics-Based Strategies for the ESL Classroom
Dale and Cuevas (1987) note that many of the activities
used in the mathematics classroom can be utilized in the ESL
classroom.

One principle of utilizing mathematics activities

is that the activities should be significant and build on the
students' prior mathematics knowledge and real-life
experiences.

There should be plenty of mathematic activities

that are both relevant and interesting in order to lower the
students' anxiety level.

Further, special tailoring of the

mathematics proficiency ensures better students' attitudes
towards mathematics learning.

Special-tailored mathematics
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activities also allow students to experience success step by
step in completing both language and mathematics tasks.
According to Dale and Cuevas (1987), selection of
mathematics content for language activities should aim at
shifting the students' conscious focus from mechanical
language learning to the function of language--how
mathematics communicates meaning.

Dale and Cuevas stress

that needs and skills assessment (of both language and
mathematics) is necessary.

The result of needs and skills

assessment provides an overall profile for both language and
mathematics teachers to select or develop mathematics-based
language activities.

Dale and Cuevas suggest that, depending

on the purposes of their language program, the mathematics
and language teachers can manage to select mathematics-based
language activities according to these two alternative
approaches:
1.

Present a complete sequence of mathematics tasks

which result in an ESL curriculum that concentrates on
teaching academic English,
2.

Include a few mathematic-based activities among

other traditional second language learning activities which
results in an ES1 curriculum "that introduces but does not
necessarily concentrate on the academic language used for
mathematics tasks" (p. 44).
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Developing Problem-Solving Activities that Promote
Sec on d La nguage Ac q u isiti o n
Dale and Cuevas (1987) recommend that lessons for
elementary-level students can be built around word problems.
They point out that word problems not only help students
practice mathematics skills (such as various mathematics
operations) but also build up students' specific language
skills (such as operational vocabulary, comparison
vocabulary, and reading comprehension).

Dale and Cuevas also

recommend word problems as one of the best sources of
stimulating and thought-provoking activities.

Furthermore,

word-problem solving activities can be easily incorporated
into the language curriculum since they may only take ten to
fifteen minutes of each class period.

Dale and Cuevas give

examples of utilizing activities using word problems.

One of

the examples is:
Activity #1:

Practice special mathematics vocabulary.

Materials needed:

Food containers, or any other group

of items for a "store."
Procedure:

Set up a store with as many items as

possible, each with a price clearly marked on it .•.
Develop questions that refer to these marked items using
terms such as more than, less than, as much as, most,
least, equal to,

.•• add, subtract, and so on.

Sample question based on a grocery store situation:
Name one item that costs more than $0.25 each.
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How many apples can you buy with $0.50?
What costs more at this store, 3 apples or 3 oranges?
(pp. 48, 49)
With the above instance of word problems, students become
familarized with names of food, special mathematics
vocabulary such as how many, add, subtract, and equal to.
Dale and Cuevas conclude that the advantages of utilizing
word problems in the mathematics-based language class is that
word problems consequently familiarize the students with the
general processes required for any kind of problem solving.
Furthermore, word problems provide the students "numerous
opportunities to use their second language for (basic)
communication" (p. 53).
In conclusion, teaching a second language through
mathematics helps the students to develop reading and writing
skills for completing problem-solving tasks.

The approach

makes use of "graphics, manipulatives, and other hands-on
concrete experiences that clarify and reinforce meanings in
mathematics communicated through language" (Dale and Cuevas,
1987, p. 29).

Mathematics-based strategies make use of word

problems to create numerous opportunities for students to use
the target language for the purpose of communication.
Kessler (1987) notes that:
(The) processes of language learning and
mathematical problem-solving share many cognitive
and affective features.

Language learning in
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this context can be enhanced by mathematics
instruction that provides alternative ways of
getting input through personalized and
cooperative learning situations.

It can also

contribute to the achievement of literacy. (p. 1)
Kessler's notation suggests that mathematics-based language
teaching creates an ultimate environment to assist students
to communicate and interact with each other in the target
language for the purpose of cognitive learning.

ESL and Science Learning
Kessler and Quinn (1987) define science as:

"A set of

concepts and relationships developed through the process of
observation, identification, description, experimental
investigation, and theoretical explanation of natural
phenomena"

(p. 56).

problem-solving.

The nature of science inquiry is

In the process of science problem-solving

students will "learn to define a science problem, state a
hypothesis, gather data, and make statements relating the
hypothesis to the data" (p. 57).

This process entails an

intensive use of language for the purposes of observing,
classifying, comparing, communicating, measuring, inferring,
predicting, and finding relationships in a rich and
interactive environment.

Further, Kessler and Quinn argue

that disequilibrium stimulates children's motivation in the
process of science inquiry.

Kessler and Quinn's argument can
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be explained by Brown's (1987) theory, stating that language
interacts with cognition to achieve equilibrium (p. 48).
Brown explains the Piagetian notion of "equilibrium" as:
Piaget claims that conceptual development is a
process of progressively moving from states of
disequilibrium to equilibrium and that periods of
disequilibrium mark virtually all cognitive
developmenL, up through age 14 or 15, when formal
operations finally are firmly organized and
equilibrium is achieved.

(p. 48)

According to Kessler and Quinn (1987), children convert their
problem-solving efforts and experiences to language in order
to understand new concepts and their relationships.
Kessler and Quinn (1987) also point out that science
instruction "aims to promote activities in which students are
actively engaged in discussion with one another over the
truth of hypotheses presented and the meaning of data
gathered"

(p. 59).

The above aim of science instruction

results in students' gradual internalization of linguistic
elements (such as logical connectors and special terminology
that express abstract ideas) necessary for hypothesis-testing
and argumentation.

Kessler and Quinn argue that

comprehension is ensured by effective science instruction
that draws extensively on a variety of linguistic and
extralinguistic devices--pictures, diagrams, graphs, visuals
found in science texts, and laboratory manuals.

Linguistic
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devices include the use of bold-faced type for definition of
new terms, simple syntactic functions used in science studies
such as requesting, informing, seeking clarifications, making
observations, following directions, carrying out
investigative procedures, observing results, and drawing
conclusions.

All of these linguistic devices contribute to

the overall development of ESL.
While stressing the above optimal conditions that
science learning provides for language acquisition, Kessler
and Quinn (1987) consider that "doing science" and "doing
language" are all risk-taking tasks that involve exchanging
and negotiating concepts.

"Meaning" is very important since

the focus of science inquiry is on "what" is being observed
and communicated.

With the above considerations in mind,

provision of science experiences must be intrinsically
interesting in order to maintain students' positive attitudes
towards learning, which help students continuously use
linguistic strategies in order to understand new science
input.

Kessler and Quinn discuss the role of the students'

affective factor in learning and suggest that the teacher
make certain that students understand intended meanings, but
they are not to correct students' linguistic errors nor to
demand students language production prematurely.
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Cognitive Benefits
Kessler and Quinn (1987) explain Cummins' threshold
hypothesis and state that "for children developing a second
language at school, access to two languages appears to have
positive effects on cognitive functioning once students reach
a certain threshold level of bilingual linguistic competence"
(p. 70).

Kessler and Quinn note that "bilinguals perform(ed)

significantly better than monolinguals in formulating
solutions to science problems" (p. 70).

Bilingual children

are more flexible in divergent and convergent thinking and
possess better classification skills, all of which are
critical for cognitive learning.

Kessler and Quinn contend

that science learning is a good method in training students'
thinking and classification skills.

The advantage of science

problem-solving is that it engages students' brain mechanisms
to make things fit and facilitates interaction and
communication among peers, students, and the teacher; it
thereby stimulates both students' language and cognitive
development.

In conclusion, science learning draws together

relevant input and provides meaningful learning experiences
to students; it stimulates students thinking and language
skills to reach cognitive equilibrium.

Science learning also

facilitates development of classification skills and
accelerates classroom interaction; it promotes oral language
communication simultaneously.
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To take Cummins' threshold hypothesis and the positive
effect of allowing students access to both first and second
languages into account, Kessler and Quinn (1987) recommend
the ESL model of Pen Field and Ornstein-Galicia for language
teachers to "map basic, prior science knowledge as a source
of input for language acquisition, dealing with new
scientific concepts in the students first language before
introducing them in the second language" (p. 74).

In this

way, students will be enriched in cognitive development as
well as language learning.

Learner Interaction and Classroom Structure
Kessler and Quinn (1987) caution teachers that classroom
structure can inhibit or promote second language acquisition.
Kessler and Quinn note that considerations of personality
characteristics entail that different students receive
different amounts of language input even under an open and
interactive learning setting.

They also note that the degree

of homogeneity among students determines a more or less
teacher-centered approach.

The central principle is that

teachers should "structure and manage the activities in such
a way (as) to ensure each student has adequate access to
second language input" (p. 68).

Kessler and Quinn recommend

small group activities and structured peer tutoring sessions
in the laboratory to ensure extensive interaction that
increases the natural use of the target language and its
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vocabulary.

They also recommend a multiple-ability approach

to peer interaction that has students take turns to play
various roles and thereby understand that learning actually
draws on various unrelated abilities demonstrated by others.
A multiple-ability approach teaches students to use each
other as resources and eliminates classroom bias when
students understand the personal worth of each other.
In discussing ESL and elementary school science, Kessler
and Quinn (1987) draw from results of their studies and note
that success in developing 5th graders' second lang~age
skills through science inquiry activities suggests that
pre-conditions for language acquisition are necessary.
Pre-conditions suggested include:

"Adjustments in the

materials to meet language needs, extensive peer and teacher
interactions, and intrinsically interesting and cognitively
enriching activities for the ESL students" (p. 75).

Teachers

are also advised to adapt science texts and activities
designed for native speakers of English or science curriculum
guides, all of which have been proven as appropriate
materials for successful science and second language
learning.
In conclusion, Kessler and Quinn (1987) list the key
factors describing why science inquiry can facilitate
development of ESL.

The key factors are that science

provides:
1.

The sociocognitive conflict that spurs language

development,
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2.

A source of meaningful and relevant language input

through hands-on materials and extralinguistic devices,
3.

Positive affective conditions,

4.

Extensive opportunities for small-group interaction

through lab activities,
5.

Experiences with a wide range of language functions,

6.

Extensive vocabulary development,

7.

Integration of all modalities of language use:

listening, speaking, reading, and writing,
8.

Literacy-related tasks for development of cognitive

and academic language proficiency,
9.

Usage of prior cultural and educational experiences

for developing new concepts.

(p. 85, 86)

According to Kessler and Quinn (1987), "science gives a rich
context for genuine language use" (p. 86).

Oral language and

literacy can be developed around the focal point of science
inquiry.

However, teachers need to provide optimal

conditions for best results; this entails some changes in
terms of curriculum adaptations of design, approaches,
preparations, content of teaching, appropriate and rich
language input, and active interaction.

ESL and Social Studies Instruction
King et al.

(1987) recommend that using content as a

vehicle for language learning can provide students effective
and natural exposure to the language.

Instruction in social
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studies should especially be a component of a content-based
ESl curriculum.

King et al. 's rationale is that instruction

in social studies often requires students to "draw
conclusions, make inferences, determine relationships and
make comparisons in historical contexts."

Instruction in

social studies also provides lessons with sufficient
vocabulary, terminology and factual information to facilitate
development of the skills inferred and stimulate students'
divergent thinking as well as their language skills.

Social Studies Provides Meaningful Content
King et al.

(1987) consider social studies (and science)

to be most logical for providing meaningful contexts in
language instruction.

It develops students' oral and written

communicative competence simultaneously.

Reading and

thinking strategies required by social studies learning
particularly provide "opportunities for natural language
learning, allowing the learner to focus on the content or
meaning rather than on the structure of the language" (p.
94).

Further, topic, subjects and information presented in

social studies are thought to promote students' "concepts of
history, geography, and culture."

They evoke students'

awareness of self, the community and the environment where
the target language is spoken.

All of the above indicates

that social studies have the advantages of providing
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meaningful content in order to facilitate students' language
development naturally and to increase students' cultural
awareness as well.

Social Studies Facilitates Students'
Cultural Understanding
King et al.

(1987) stress that social studies introduce

second or foreign language students to the cultural
background knowledge of the target language; this prevents
cultural bias or cultural-conflict in the students from
happening.

King et al. recommend more encouragement of

discovery learning in the social studies classroom to enhance
students' development of critical concepts that go beyond
simply fact-finding and learning of terminology.

Discovery

learning helps students discover and understand the spirit
and behavior characteristics of the target cutlure.

Curriculum Development and Program Design
King et al.

(1987) stress that a curriculum integrated

with social studies must reflect the mainstream curriculum to
ensure natural language acquisition and development of
critical thinking skills necessary for content mastery.

King

et al. suggest that language teachers sequence social studies
materials by starting with fundamental concepts and gradually
relating them to broader units of study.

This is a principle

that considers the student's need for opportunities to
gradually relate and acquire new knowledge meaningfully.
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Need assessment involving student population, resources, and
staff expertise is necessary before adapting a program.
Specially trained social studies teachers are needed for
adaptation or development of materials.

Community volunteers

and peer tutors should also be included and used in providing
students with individualized assistance.

Further, adjustment

of a program after the implementation stage is definitely
necessary to ensure successful instruction practices.
Therefore, evaluation of the effectiveness of a program is
critical to its continued improvement and success.

Program

evaluation entails careful interpretation of test results due
to the potential bias inherent in testing instruments.

Also,

program evaluation should be ongoing because it is important
to the consistency of the program from year to year; the
valuable information and feedback provide foundation for
future planning, ongoing improvement and modification.

Effective Teaching Strategies
King et al.

(1987) note that "teachers can adapt some

conventional teaching activities to take 'language advantage'
of social studies lessons" (p. 105).

They present some

specific teaching strategies that are valuable for teachers
to effectively teach a language through instruction of social
studies:
1.

Use of materials that can be manipulated and

multimedia materials; such as pictures, everyday objects or
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historical artifacts, large-sized study prints, filmstrips,
vivid photographs, and current themes; all of the above
reinforce concepts in social studies and are perfect
resources to complement other instructional materials;
2.

Provision of concrete experiences that the students

can share with each other and talk about; this strategy
stresses that learning by doing is highly effective;
3.

Use of Direct Reading Thinking Activity (DRTA); it

emphasizes three main steps--to practice, to read, and to
prove--in order to motivate students to apply higher-level
thinking skills.

This approach calls for students' recall of

prior knowledge, oral discussion, guessing, weighing,
evaluating, and assimilating; finally, a comprehension
check-up activity (in question form)

is guided by the

teachers to check students' internalization of the subject
matter;
4.

Use of Semantic Webbing to help students construct a

diagram in a web format that lists events and key words as
well as related information and additional details centered
around one core event or idea; Semantic Webbing is a
technique that not only helps students to carry out the tasks
of outlining and note-taking, but also serves as a graphic
model that stimulates students to expand their ideas while
formulating concepts;
5.

Use of SQ4R; SQ4R is a systematic information-

organizing and -summarizing technique for LEP students to
break down difficult reading materials; SQ4R refers to
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survey, question, and reading, reciting, recording, and
reviewing; training in these skills motivates students to
deal with new information as well as note-taking (Please note
that SQ3R discussed in the expanded process area of a
communicative curriculum in Chapter I did not include
"recording.");
6.

Paraphrasing and summarizing;

7.

Writing in the content areas that involves students'

brainstorming, organizing, prewriting, proof-reading, and
writing; social studies particularly provides rich content
for the use of vocabulary and concepts in generative writing;
8.

Study skills such as following directions, reading

maps and charts, outlining, note-taking, using textbooks,
preparing oral and written reports, interpreting cartoons,
and using library references are among the skills that can be
reinforced in content area lessons.
It is important to point out that a combination of the above
strategies will effectively enhance students' language
development and cognitive development as well.

For example,

in a language class, the teacher can utilize the fourth
strategy to enhance students thinking and listening, the
fifth strategy to enhance students writing and oral
proficiency, and the seventh strategy to enhance students'
thinking, reading, and writing.
In conclusion, King et al.

(1987) recommend that ESL

teaching should integrate instruction in social studies as
one of its components.

As discussed earlier, social studies

73

makes intensive use of sufficient vocabulary, terminology,
and factual information to facilitate students' skills in
inferring, comparing and relationship-determining, divergent
thinking, and concluding, all of which are necessary for
language development and cognitive mastery.

Further, the

topics, subjects, and information provided by social studies
are all meaningful content that stimulates students' thinking
and enhances their concepts of history, geography, and
culture.

Therefore, social studies prevents cultural bias

from occurring in the student's mind.

Consequently, students

can not only become competent in the second language but also
acquire background knowledge of the target culture and learn
to appreciate the culture as well.

Summary
Studies on integrating mathematics, science, and social
studies into language learning have recently become a part of
the literature of second language teaching.

Dale and Cuevas

(1987) stress that carefully structured mathematics content
and instructional activities can promote second language
development.

Mathematics-based language teaching makes use

of problem-solving activities to enhance students' reading
and writing skills and creates numerous opportunities for
students to use the target language for communication
purposes.

Kessler and Quinn (1987) stress that science

provides optimal sources and a rich context for genuine
language use.

The nature of science inquiry places emphasis
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on hands-on investigation, which entails an intensive use of
language in the process of observing, classifying, comparing,
communicating, measuring, inferring, predicting, and
concluding.

Therefore, the process of science inquiry

accelerates students' second language development and
cognitive learning as well.
King et al.

(1987) recommend that discussion in social

studies learning makes use of sufficient vocabulary,
terminology and factual information so that students develop
their skills in inferring, comparing, relationshipdetermining, divergent thinking and concluding; all of which
are important skills for language development and cognitive
learning.

Further, social studies have the advantage of

embracing topics or subjects that provide background
information about the target culture.

Students engage in

developing a sense of understanding and thereby better
appreciate the target culture while engaged in the discussion
of social studies.

CHAPTER IV
CONTENT-BASED APPROACHES FOR A
CHILDREN'S ENGLISH PROGRAM IN TAIWAN

Having reviewed the foundations of content-based
language instruction, the remainder of the study is about
adapting an appropriate model and necessary strategies for
designing a children's English program in Taiwan.

Before

adapting a model for a content-based program, it is necessary
to study the present state of English education in Taiwan.
This task can be discussed in the areas of Taiwan's societal
and parental goals and the conditions that Taiwan's English
learners experience.

Background Information
Parental Goals Analysis
The importance of English recognized by people in Taiwan
coincides with the comment of Richards (1985):
Increasingly English is becoming the major
international language of printed information.
A great deal of the world's scientific,
commercial, economic, and technological
knowledge is written and published in English,
though the writers may be Chinese, Swedes, or
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Italians.

Publication in English ensures the

widest possible readership for new findings and
ideas.

English is also an important language

for the dissemination of news around the
world •.. Finally, we must consider the function
of English as a common language, or lingua
franca, that is, a language that permits people
who have no common language to communicate.

(p.

3)
Taiwan's economic development in recent years has brought
about a common demand for English.

The many new

international trading companies and travel agents are now in
great need of workers who are competent in functional English
skills, such as writing business letters, sending FAX, making
international phone calls, and communicating with foreign
visitors.

The status of English in Taiwan is that it is seen

as a world language--a language of world communication.
Therefore, English instruction has been one component of the
curriculum in public schools, starting from the middle school
level.

Most parents also see the importance of English

learning and direct their children to put in extra hours of
English learning in language institutions (where direct
instruction by native speakers is usually available).
Further, many emphasize the importance of early
childhood education; they view English learning as an
enrichment to their children's cognitive development.
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Based on the investigator's observation, the general
goals of children's English learning are closely tied to
their parents needs and the goals parents see for them.
goals for children's English learning are three fold.

The
First,

some parents plan to emigrate with their families to an
English speaking country (such as the United States of
America, Canada, or Australia) and thereby need their
children to acquire English communicative skills in order to
accustom them to the future English environment.

Second,

some parents plan to let their children acquire English
skills in order to perform satisfactorily in their future
English educational settings.

Third, and most often, many

parents put their young children in the English classroom to
pick up basic English skills for the preparation of entering
into middle school, where formal English instruction begins;
these parents would like their children to get ready for
English learning and consider childhood English study as an
enriching activity for advanced cognitive learning.

Despite

the above variations of English learning goals, the common
feature of children's English learning generally aims at the
acquisition of basic English communicative skills.

Conditions for Adapting an English Teaching Model
As the previous chapter discusses, immersion education
is recommended for language majority students learning a
foreign language for self-enrichment when there is not risk
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of losing their first language or identity.

Taiwanese

English learners have the advantages of homogeneity and
constant support of home languages (Taiwanese and Chinese)
from their families, teachers, and communities.

Learning

English as a foreign language (EFL) is an additional activity
that enriches the learners.

One characteristic of immersion

education suggests that in the content-based classroom,
second language learners should not be competing with native
speakers.

Again, Taiwanese English learners have not native

English speakers to compete with; they can enjoy English
learning at their own pace.

Further, the immersion model

suggests that English learning start from an early age.
Therefore, designing a children's English program can adapt
the form of this model to immerse English learners in the
content class and teach them the content areas through
English.

Such an immersion approach will effectively achieve

the goal of facilitating children's English acquisition
through using it as a vehicle of learning interesting and
meaningful content.

The immersion approach is also

beneficial for the learners' cognitive development as well.

Program Design
The investigator intends to develop a program for
children's English curriculum in Taiwan that integrates the
content-based approach into teaching.

The scope of the

content-based program is intended for three years with three
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divisions:

kindergarten, first grade, and second grade.

Children will be required to progress through the three
levels before completion of the program.

Rationale for the

three-year period proposal is that within this time frame,
the learners are allowed sufficient time and space to
progress and succeed in basic English learning.

Following is

a description of the philosophy, goals, resources and
setting, and target audience of the program.

Philosophy
The program stresses integration of the content-based
approach into a communicative English teaching format.
According to Dale and Cuevas (1987) and Kessler and Quinn
(1987), through the medium of content-based learning,
hands-on activities provide frequent opportunities for
learners to experiment, investigate, hypothesize, draw
conclusions, solve problems, and make genuine use of English
by interacting and communicating with others.

The program

assures the above by teaching English through content
activities to provide learner-centered and process-centered
English instruction.

A cooperative relationship among

learners and teachers is seen as a vital part of language
learning.

The role of teachers is to support learners in the

learning process; as to the role of learners, it is to take
full responsibility for their own learning.
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The program also takes into account the possible
mismatch between means and ends and emphasizes the necessary
part of a need analysis at the beginning of the program.
When a systematic need analysis is conducted, teaching and
learning objectives along with sequencing of teaching
materials and activities will then be determined according to
the results of the need analysis.

When a mismatch does occur

in the process of implementation of the program, adjustment
of objectives, methodologies, and materials will be
necessary; an alternative curriculum will, then, be possible
(Johnson, 1989).

The program also stresses joint

responsibility by teachers, material writers, and
administrators as well as cooperation and support from
parents and communities to ensure the success of the
implementation stage.

Finally, the program emphasizes a

moment-to-moment evaluation of learners' performance and an
ongoing evaluation of the program itself to ensure its
continuation (Johnson, 1989).

Goals
The goals of the program aims at teaching English to
Taiwanese preschoolers through various content areas-mathematics, science, and social studies--to simultaneously
develop their English communicative competence.

Although

the purpose is language teaching, the focus is shifted to
meaningful exchanges of the messages brought by content
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learning activities.

The program also aims to encourage

intensive interaction and communication as well as a strong
sense of cooperation among teachers and learners to maximize
opportunities for language use.
The program anticipates that learners will acquire the
fundamental English skills--listening, speaking, simple
reading and writing--as well as development of basic
knowledge in the content areas.

A central principle is that

the program must facilitate learners' ability in applying the
above skills and knowledge to carry out English discourses
and to achieve meaningful self-expression as well as to take
part in meaningful information exchange.

Resources and Setting
Since public elementary education in Taiwan has not yet
incorporated English instruction into its teaching context,
the program can only exist in private institutions (such as
private language institutions or skill training centers).
Therefore, the program will be on a self-support basis.
Funding, time, space and human resources available are
subject to change as the needs of children and their parents
change.
An ideal setting that the program seeks is to construct
one that provides sufficient manipulative materials as a
means for children to explore the world around them and learn
to apply their knowledge from this experience to various
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situations.

Arrangement of the classroom should provide

enough opportunities for interaction and communication to
take place.

When resources are available, specific areas

such as a Workbench Center, Discovery Center, Puzzle and Game
Center, Library Center, and Housekeeping Center should be set
up to provide individual or groups of learners with natural
and first-hand experiences.

Target Audience
The program's target beginners are preschoolers whose
average age is five.

They should have basic Chinese

communicative competence with little or no English
background.

To ensure intensive interaction among learners

and teachers, an ideal number of learners in each class
should be no more than fifteen.

The teachers recruited

should be well-trained native English teachers and Chinese
teachers who are fluent in English.

Similarly, to increase

learner-teacher interaction in the classroom, there must be
both an English and a Chinese teacher in each class.

Methodology of Curriculum Development
Curriculum development in this project will adapt the
terms suggested by Richards (1985) and discuss it in the
three interrelated elements:

approach, design, and

procedure; all of which are included in the umbrella term,
method.

(pp. 16-31)
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The first level, approach, defines those
assumptions, beliefs, and theories about the
nature of language and the nature of language
learning

that operate as axiomatic constructs or

reference points and provide a theoretical
foundation for what language teachers ultimately
do with learners in classrooms.

The second level

in the system, design, specifies the
relationships of theories of language and
learning to both the form and function of
instructional materials and activities in
instructional settings.

The third level,

procedure , comprises the classroom techniques and
practices that are consequences of particular
approaches and designs.

(p. 17)

With the above guideline in mind, the project will explain
its approach and design levels of curriculum development.
The level of procedure, which is mainly classroom teaching
technique, is left to the choice of the language teacher.

The Approach
Theory of Language
According to Richards and Rodgers (1986), Krashen's view
of language is that language is seen as a vehicle for
communicating meanings and messages.

Content-based

instruction assumes that language "embraces the full range of
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communicative competence, including grammatical competence,
sociolinguistic and discourse competence (especially
discourses occurring in school settings), and strategic
competence ••. as it relates to academic activities" (Krahnke,
1987, p. 68).

This theory of language is a use-based theory

that sees language as rising from the settings in which it is
used.

Theory of Learning
Content-based instruction associates itself with
Krashen's language acquisition theory.

This theory states

that "language acquisition is a natural, subconscious process
that takes place when the focus is on communication or
meaning" (Kessler and Quinn, 1987, p. 65).

The natural and

subconscious process of language acquisition is seen as
central to second language development.

Further, the amount

and quality of language that the learner receives and
understands are seen as critical in determining the learner's
language proficiency outcome.

Krahnke (1987) notes that this

theory of language learning is one that accounts for learning
without explicit instruction of grammar (p. 68).

Design
Elaborating on the thoughts of Richards and Rodgers
(1986),

Krahnke (1987) explains that "design is divided into

syllabus design and content; roles of materials; roles of
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learners; and roles of teachers" (p. 3). The present project
aims to present some sample lessons in accordance with the
above description of design.

Prior to this design, the first

year curriculum of the program will be developed.

But first,

it is necessary to discuss the level of syllabus design this
project will implement.

According to Krahnke (1987), "a

language teaching syllabus, ... , is the linguistic and subject
matter that make up the teaching •.. to design a syllabus is to
decide what gets taught and in what order" (p. 4).

Krahnke

defines types of language teaching syllabi--the structural
syllabus, the notional-functional syllabus, situational
syllabi, skill-based syllabi, the task-based syllabus and the
content-based syllabus.

The content-based syllabus is the

focus of the intended curriculum with the other types of
teaching syllabi used when necessary.

The Content-Based Syllabus
According to Krahnke (1987), the content-based syllabus
is instruction for the primary purpose of teaching "content
or information using the language that the students are
learning" (p. 12).

The major focus of the content-based

syllabus is on information contained in subject matter; the
content of teaching is organized around information but not
around language form.

Language learning occurs

simultaneously with content learning.

Krahnke points out

that on a continuum with an extreme emphasis on form at the
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left and an extreme emphasis on meaning at the right, the
content-based syllabus (as compared to :other types of
teaching syllabus) falls on the very right end of the
continuum, as shown in Figure 1.

Structural

Notional- Situational
Functional

SkillBased

TaskBased

ContentBased

•••• 1 ••••••••••• 1 ••••••.•••• , ••••••••• 1 •••••••• J . . . . . . . 1 •.••.

Emphasis on form

Emphasis on meaning

Figure 1: Continuum of syllabi (Adapted from Approaches to
syllabus design for foreign language teaching, by Krahnke,
1987, p. 12)

Curriculum development in this project adopts the
content-based syllabus and strongly emphasizes English
learning through meaningful information exchange.
According to Krahnke (1987), the strongest
characteristic of content-based instruction is that it allows
for simultaneous language learning through cognitively
meaningful content learning activities.

Freedom from the

restriction of pure linguistic form and rule learning lowers
the learner's anxiety and promotes the growth of motivation.
Further, Krahnke explains that in content-based instruction,
"the language is learned in the context of its use" (pp. 69,
70).

Learners learn language use instead of an inventory of

language items and rules.

A third benefit of content-based

instruction noted by Krahnke (1987) is that the teaching
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creates an "almost perfect match between what needs to be
learned and what is provided" (p. 70).

The almost perfect

match is due to the fact that content-based instruction
provides authentic materials (such as academic texts, popular
magazines, and news or advertising copy) that are
particularly relevant to the learner's needs.

These

distinguishing features of content-based instruction show
where the interest of the project is.

The First Year Course Outline for the
Content-Based English Program--Course Description
This section of the project presents a one-year course
outline for the beginning level of the program--Kindergarten
level.

The courses described here include mathematics,

science, social studies and language arts.

Development of

the course content follows the guidelines of the U.S.
curriculum in general and adapts its teaching materials as
well.

In light of the advantage of authenticity, relevance

and naturalness of the English written materials adapted from
the U.S. curriculum, the program strives to facilitate
children's natural use of English.
Further, from their experience as content-based
practitioners, Brinton et al.

(1989) argue for "supplementing

authentic materials with commercial textbooks", which should
be selected carefully for their relevance to the course
objectives.

Currently, a few commercial textbooks are
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utilized as the textbooks of many English programs in Taiwan.
Out of these textbooks Active English Today--an ESL textbook
designed for elementary school students in Hong Kong--is most
popular in Taiwan and systematically organized (based on the
observation of the investigator).

An ideal of this project

is to supplement the content of Active English Today with
other textbooks for the teaching of mathematics, science, and
social studies.

Therefore, teaching of Active English Today

will take the form of a language arts session, that will help
learners in mastering aspects of pronunciation and patterns
of English use.

Brinton et al.

(1989) provide a rationale

for the supplementation of commercially produced
language-teaching materials for content-based instruction and
state:
The question of whether these authentic content
materials should be supplemented by commercially
produced language-teaching materials will depend
in large part on program specifics.

We should

emphasize that a decision to use content-based
materials as the "core" teaching materials for a
language course does not preclude supplementing
them with other language-teaching materials,
such as a reference grammar or a reading/writing
textbook.

(p. 92)

The course described herein presents the concepts and
knowledge areas that the preschoolers should receive.

Such
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courses require the aid of realia, audio and visual
materials, and laboratory work as other supplementary
materials or activities.

Detailed design of periodical

classroom activities and adaptation of textbooks is necessary
in the future as a completion of the whole curriculum
development.

Mathematics
This course aims to develop each tend of mathematical
concepts through application of a problem-solving approach.
It is suggested that teachers use concrete materials and
proper questioning techniques to adequately orient children
in mathematics language and concepts.

From this course

outline, number experiences provided in Unit 2 and 3 are
thought to facilitate the child's later understanding of
addition, subtraction, multiplication, and division when it
is presented more formally in other grades.

UNITS

1.

Sets

CONCEPT/NOTION

1.1

A set is a collection of
subjects or things

1. 2

Each set can be described

1. 3

Sets can be compared

1. 4

Associating a number idea with
sets of concrete objects
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2.

Numbers and

2.1

Numbers have meanings

2.2

A number can be represented by

2.3

Whole numbers have a natural

a specific numeral

order

3.

Operations on

2.4

Numbers can be compared

3.1

Determine the cardinal number

Whole Numbers

of each of the two sets
3.2

Sets can be joined to form a
new set

3.3

Determine the cardinal number
of the new set

3.4

A difference exists between the
cardinal number of two sets

4.

Geometry

4.1

Objects have certain
characteristics:

size, shape,

area

5.

Measurement

4.2

Objects have names

4.3

Objects can be compared

5.1

There are units which determine
measurement

5.2

Temperature has certain
characteristics which can be
observed and measured
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5.3

Time has certain
characteristics which can be
described and measured

5.4

Weight has certain
characteristics which can be
observed and measured

5.5

Money as a measure of value has
certain characteristics which
can be observed

6.

Problem Solving

6.1

Problems which need solving
occur in everyday situations

7.

Operations and

7.1

Processes on

Wholes may be separated into

and

many equal parts

Fractions

8.

Patterns

8.1

Pattern is an orderly
arrangement of objects or
numbers

8.2

Patterns of objects or numbers
can be recognized

8.3

Patterns of objects or numbers
can be reproduced

8.4

Patterns of objects or numbers
can be created

(Adapted from Kindergarten Program, 1969, Curriculum and
Instruction, Whitesboro Central Schools, Whitesboro, New York.)
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A Model Lesson

Mathematics

Unit
NUMBERS 1-4

Grade Level
Kindergarten

Introduction
This lesson belongs to Unit 2.2 of the first year
mathematics course outline.

Children have recognized that

numbers have meaning and will develop an understanding of the
fact that a number can be represented by a specific numeral.

Content Objectives
Children will develop these skills:
1.

Recognize numbers for sets of 1 to 4 objects,

2.

Count orally from 1 to 4,

3.

Given a number orally, point to its numberal,

4.

Shown a numeral from 1 to 4, name the numeral,

5.

Know that each object in the set has a value of one,

6.

Count orally up to four objects.
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Linguistic Objectives

Target Vocabulary

Language Functions

One

1

Two

2 (3'

4)

Three

1 (2'

3' 4)

Four

( 2' 3, 4)

s.

( s) and
s.

( s) .

You have 1 ( 2 ' 3, 4)
How many
There are 2 ( 3 ' 4)

s are in this set?
s in this set.

Materials
Textbook
Separate sheets of large number cards showing numerals:

1,

2, 3, and 4.
Four small juice cans.
A tray of objects:

buttons, keys, erasers, and rulers.

Procedure
Step 1.
have?"

Hold up a pencil.

Help children answer the question with sentences such

as, "You have one pencil."
1.

Ask, "how many pencils do I

Display the large number card for

Ask children to follow direction such as, "Show me one

book."

Repeat the same procedure when introducing the

numbers 2, 3, and 4.

help children use sentences such as, "I

have one (two, three, four) books.
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Step 2.

Discuss the textbook picture showing sets of 1, 2,

3, and 4 objects.

Ask questions such as, "Which set has one

object?", and "how many - ~-~~-s are in this set?"

Help

the children respond to questions with sentences such as,
"This set has one object." and "There are two (three, four)

- - - - -sin this set."

Step 3.

Relate the four numbers to children's holiday

experiences.

Ask questions such as, "How many Christmas

presents did you get?" and "How many Christmas presents does
have?"

Write the information on the blackboard

and lead the children to look and read it a few times.

Step 4.

Have one child pretend to be a rabbit.

"rabbit" a "carrot."
one carrot."
blackboard.
4.

Give the

Say, "This is one rabbit and this is

Write "l rabbit and 1 carrot" on the
Repeat the same procedure to introduce 2, 3, and

Ask the children to read the information written on the

blackboard.

Step 5.

Put the small juice cans decorated with a number on

one side and the number of dots on the other side on the
teacher's desk.

Put a tray of objects (buttons, keys,

erasers, and rulers) in front of the cans.

Ask the children

to take turns putting the appropriate number of objects into
each can.

Use sentences such as, "please put two buttons in

the can that says 2."
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Step 6.

End the lesson by having the children paly the

musical game, "Pop! Goes the weasel."

The procedure of the

game is:
1.

The children sit in a large circle.

2.

A nine inch numeral is placed on the floor in the
center of the circle.

3.

One child (the monkey) goes to the center of the
circle and walks around the numeral.

Another child

(the weasel) walks around the outside of the circle
while the group sings:
"All around the numeral (four),
The monkey chased the weasel.
The monkey stopped.
To pick up his (four).
Pop! Goes the weasel.
4.

The "monkey" stops and picks up the numeral.

5.

The weasel "pops" into the center of the circle and
the monkey chases him.

6.

The verse is sung again and at the word, "pop," the
children clap their hands and the weasel chases the
monkey until they both get back to their places in
the circle and sit down (Kahn, 1976, pp. 42, 43).

Extention and Enrichment Activities
Help the children make clay models of the numerals 1, 2,
3, and 4 on separate sheets of cardboard.

Put them up on one

wall of the classroom so that children can appreciate each
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other's work and constantly acknowledge the existence of
these numerals.

Evaluation
To evaluate children's learning outcome on this lesson,
the teacher is recommended to watch and record the children's
performance during the lesson.

In the end of the lesson, the

teacher can select any of the activities that has been
practiced during the lesson as an evaluation activity.

The

teacher can also give each child a chart of numbers (up tp 4)
and ask the child to paste pictures cu~ out from magazines or
newspapers (or some small objects) to show the amount of each
numeral.

Ask them to draw dots to show how many.
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Science
The five year old child is very inquisitive.

He never

ceases to pry, seek clues, pursue and probe everything about
him.

This science curriculum aims to assist children in

discovering the science of their environment and help them to
learn about the world.

Science investigation provides

hands-on activities and develops the child's skills in
science inquiry, exploring, observing, thinking, discovering,
and idea-formulating as well as testing.

Further, hands-on

activities not only enrich the child's background knowledge
and concepts but also make good use of the language when the
child is interacting among other children and teachers.

The

child will be familiarized with science vocabulary and
communicative skill from science learning.

CONCEPT/NOTION

UNIT
1.

Color, Shape,

1.1

What are the basic colors?

Measurement

1.2

What are the variations of the
basic colors?

2.

Senses and Health

1.3

What are the basic shapes?

1.4

How are objects measured?

2.1

How do we receive information
through our senses?
a.

How do sound help in
identification?
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b.

How does our sense of smell
help us identify matter?

c.

How can matter be
identified by touch?

2.2

d.

How do tastes differ?

e.

What do we learn by seeing?

What are the essential factors
for good health and growth?

3.

Weather

2.3

Medicine.

3.1

What are the different kinds of
weather?

3.2

How does the weather change
from day to day?

3.3

What causes rain?
a. What makes a rainbow?

4.

Plants

3.4

How do seasons differ?

4.1

How to plants differ?

4.2

What conditions are necessary
for plants to grow?

4.3

How may plant growth be
started?

s.

Animals

5.1

Talk about animals (pets, farm,
zoo).
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6.

Energy

5.2

How do animals differ?

5.3

How do animals benefit men?

6.1

A force is needed to start,
stop, or change the direction
of motion.
a.

What is friction? (from
heat, static, and
electricity)

7.

Ecology (Littering) 7.1
7.2

b.

What is gravity?

c.

What is magnetic force?

What is litter?
Why do we hve more litter
today than in the past?

7.3

Who litters?

7.4

Why do people litter?

7.5

How can littering be stopped?

(Adapted from Kindergarten Program Guide (1979).
Connecticut:

Vernon Public Schools.

Kindergarten Program (1969).
Whitesboro Central School.)

Vernon,

Also adapted from

Whitesboro, New York:
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A Model Lesson

Science

Unit
FOODS WE EAT

Grade Level
Kindergarten

Introduction
This lesson can be introduced under Unit 2.2 of the
first year science course outline.

When discussing the
~

essential factors for good health and growth, the teache!"r can
discuss the daily foods we eat to enhance children's
understanding of the four basic food groups.

Content Objectives
Children will learn to:
1.

Realize the wide range of foods we eat,

2.

Understand that we need many kinds of foods to live, to
grow, and to be healthy,

3.

Point out and name some foods we eat,

4.

Understand that the foods we eat daily are divided into
four basic groups.
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Linguistic Objectives

Target Vocabulary

Language Functions

Names of Basic Food Groups

I had

Bread and Cereal Group

I like

for Christmans.
and
is good for me (us).

Fruit and Vegetable Group
Milk Group

This is a

Meat Group

It goes to the

Names of Daily Food Items.

What can you see/find in the

group.

supermarket?
in

I can see/find some
the supermarket.
What does he (she) want to buy?
He (she) wants to buy some good
food.

I want to buy some - - - , please.
Here you are.
How much is it?
How much are they?
It is
Thank you.
Goodbye.

dollars and

cents.
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Materials
A poster of the four food groups
Textbook
A picture of (or a video showing) a supermarket
Flashcards of foods
Food cutouts or food models
Four baskets

Procedure
Step 1.

Begin the lesson by discussing with the children

what kinds of food they have for Christmas dinner.
children what kinds of food they like the most.
use sentences such as, "I have
"I like

and

Ask the

Help them

for Christmas." and
II

Start to introduce the

four food groups by discussing the content of the textbook
where pictures of the four food groups are shown.

Write the

names of the four food groups on the blackboard and lead the
children to repeat the names of each group for a few times.

Step 2.

Point to the poster of the four food groups and

explain why each group is necessary for us to grow and to be
healthy.

Give examples of how they can help.

Develop

children's ability in stating, "- - - - is good for me (us)."

Step 3.

Have the children sort out food models and ask them

to place the models into the four baskets categorized under
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the four food groups.

Help the children use sentenes such

as, "This is a

Step 4.

It goes to the

group."

Show the picture (or the video tape) of a

supermarket; ask the children what foods they can see/fnid in
the picture (or video).

Help the children use sentences such

as, "I can see/find some

in the supermarket."

Ask,

"Who can you see in the supermarket?" and "What does he (she)
want to buy?"

Help the children answer the questions with

sentences such as, "He (she) wants to buy some

"

Ask the children to point to some good foods in the picutre
(video).

Step 5.

Play a puppet show with the puppets shopping in a

supermarket.

Have the puppets conduct a discussion about

what good foods they should or should not buy.

Step 6.

Lay out food cards on the teacher's desk; turn the

cards face down in any order.

Ask one child to turn up a

card and name it; leave the card turned up.
turns up another card and names it.

Now the child

If the two cards he

turned up show the food items that belong to the same food
group, he has a pair and gets another turn.

After the

children are familiar with the rules and purpose of the game,
the teacher can make the game a competition between groups of
children.

105
Extention and Enrichment Activities
plan a field trip to the supermarket or a cooking lesson
in the classroom.

Maybe have the children build a grocery

storei have the children arrange food models or cutouts into
the four food groups.
buying and selling.

Provide price tags and play money for
Help the children use sentences such as,

"I want to buy some good food.", "

and

are good

foods.", "I want to buy some - - - , please.", "Here you
are.", "How much is it?", "How much are they?", "It is
dollars and

cents.", "Thank you.", and "Goodbye."

Make

sure that each child has many turns to act out this activity.

Evaluation
To evaluate the children's learning outcome of the
lesson, the teacher is recommended to observe and record
their performance during the lesson.

In the end of the

lesson, the teacher can use the game played in Step 6 as an
activity for evaluation as well.
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Resources for Textbooks

Barufaldi, J. P.

, Ladd, G. T., and Moses, A. J.

Heath Science.

Massachussetts:

(1981).

D. C. Heath and Company.

Cohen, M. R., Del Giorno, B. J., Harlan, J. D., McCormack,
A. J., and Staver, J. R.

(1985).

Scott, Foresman

Science--Kindergarten Book--Stories and Activities.
Illinois:

Scott, Foresman and Company.

Cohen, M. R., Cooney, T. M., Hawthorne, C. M., McCormack, A.

J., Pasachoff, J. M., Pasachoff, N., Rhines, K. L., and
Slesnick, I. L.

(1989).

Discovery Science.

Illinois:

Scott, Foresman and Company.
Green, M., IDE, L.B., Blecha, M. K., and Gega, P. C. (1980).
Explorin g Science.

Illinois:

Laislaw Brothers.

Rochcasstle, V. N., McKnight, B. J., Salemon, F. R., and
Achmiat, V. E.
California:

(1984).

Addison-Wesley Science.

Addison-Wesley Publishing Company.

Sund, R. B., Adams, D. K., Hackett, J. K., and Moyer, R.H.
(1985).

Accent on Science.

Publishing Co.

Ohio:

Charles E. Merrill
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Social Studies

The present state of social studies teaching strongly
emphasizes the teaching of concepts rather than accumulation
of facts.

The child is encouraged to question and, discover

meaning and derive at conclusions on their own.

The social

studies course outline presented here aims to provide
activities and experiences designed to develop the child's
thinking skills, concepts, and values along with development
of an understanding and appreciation of the North American
culture as well as Taiwanese (Chinese) culture.

Further, the

course provides a direct vehicle for development of many
skills related to language and reading.

CONCEPT/NOTION

UNIT
1.

Holiday

1.1 Some significant American
holidays
a.

Halloween

b.

Thanksgiving

c.

Christmas

d.

New Year's Day-(compared with Chinese
New Year's Day)

e.

Valentines Day

f.

Easter

g.

Mother's Day
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h.

Memorial Day--(compared

with Chinese Memorial
Day)

2.

Families and
Recreation

i.

Father's Day

j.

Independence Day

2.1 What is a family?
a. What kind of people are
in a family?
b. How big is a family?
2.2 Who is in your family?
a. How many boys are
there?
b. How many girls are
there?
c. What are their names?
2.3 Who else could be in a
family?
a.

(Other relatives).

Are pets family
members?

2.4 What jobs do family members
do around the home?
a. What does father do at
home?
b. What does father do at
work?
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2.

Families and

c. What does mother do at

Recreation Continued

home?
d. What work does mother
do?
e. How can children help
at home?
2.5 Why do families have rules?
a. What rules should we
have?
b. Should disobedience be
punished?
2.6 What is family recreation?
a. What is free time?
b. What can we do with our
family?
1) Things to do with
our family.
2) Things to do with
our friends.
2.7 Why do we need friends?
2.8 Why do mothers and fathers
need recreation?
a.

Parents occasionally
need time away from
children.
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3.

The School, the
Neighborhood, and the

3.1 What is a classtroom?
a.

Classroom

How many people are
in your class?
1) How many boys?

2) How many girls?
3.2 Why do we need classroom
rules?
a.

What happens when
everyone talks at once?

b.

What would the room
look like if no one
cleaned up?

c.

How do we learn to
accept responsibilities?

d.

How do we learn to work
together?

3.3 What does your school look
like?
a.

How many classrooms are
there?

b.

What special rooms are
there?

3.4 Who are the people that
work in our school?
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3.

The School, the
Neighborhood, and the

3.5 Where do you live?

a.

Classroom Continued

What is the name of
your town?

b.

What is your address?

c.

What type of house do
you have?

3.6 What kinds of work do
people do?
a.

Some people produce
goods.

b.

Some people provide
services.

4.

Transportation

teachers

mailmen

doctors

grocers

telephone men

nurse

policemen

pilots

firemen

others

4.1 What are the ways that we
can get from one place to
another?
a.

What are some different
types of transportation?

b.

How do you get to
school?

c.

Where can you walk?
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4.

Transportation
Continued

4.2 What is the most common way

of travelling?
a.

What kinds of cars are
there?

b.

Where can we go by car?

c.

What kinds of trucks
are there?
1) Trucks are used like

cars.

2) Trucks are used to
transport goods.
4.3 Where do cars and trucks go
for service?
4.4 Air travel
a.

What types of planes
are there?

1) Military
2) Commercial
4.5 How do we travel on water?
a.

Ships and boats

1) Navy ships
2) Work ships
3) Pleasure boats
4.6 What would you take to the

moon?
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5.

Places People Go

5.1 Simple map-reading

a.

A map of your house
1) Where is the living

room?

2) Where is the
kitchen?

3) Where are the
bedrooms?

4) Where is the
bathroom?
b.

A map of our school
1) Where is your

classroom?

5.2 Where do we go on holidays?
a.

What do we do in the
library?

b.

What can we see in the
museum?

c.

What can we see in the zoo?

d.

What can we play in the
park?

e.

What can you buy in the
supermarket?

f.

What can we buy in the
shopping center?

(Most [except for Unit 5] adapated from Kindergarten Program
Guide (1979).

Vernon, Connecticut:

Vernon Public Schools.)
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A Model Lesson

,-

Social Studies

Unit
CHRISTMAS IS COMING

Grade Level
Kindergarten

Introduction
This lesson belongs to Unit 1.1 of the first year social
studies course outline.

Christmas is a significant holiday

in many English speaking countries.

Therefore, it is

important for Taiwanese (Chinese) children who are learning
English as a foreign language to understand the importance of
Christmas, as celebrated by those countries which hold it as
a holiday.

Content Objectives
1.

To help children understand that Christmas is the

observance of the birth of Jesus.
2.

To help children understand the significance of

Christmas, that Christmas in the North American culture is a
time of sharing and giving.
3.

To help children enjoy the excitement of Christmas.

4.

Children will learn that:
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*

The best gifts to give at Christmas are goodness,
kindness, and love.

*

Christmas is an exciting, and wonderful time.

*

Before Christmas we mail greeting cards to our
friends.

*

We decorate our homes with lights, holly, mistletoe,
and bough from evergreen trees.

*

We sing joyful Christmas songs.

*

Packages are wrapped and placed under Christmas
trees.

*

We hang up stockings to be filled with goodies.

*

Christmas dinner is a special treat.

(Pasadena City Schools, 1963, p. 81).

Linguistic Objectives

Target Vocabulary

Language Functions

Christmas

I will send a Christmas card to

Jesus

my

Angels

I

want to buy a

Star

I

will give a

Born

I

want to buy a - - - , please.

Happy

Here it is.

Santa Claus

How much is it?

Reindeer

Thank you very much.

Sled

You are welcome.

for my
to my _ _ •
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Jingle Bells

Goodbye.

Chimney

I found a

Christmas Trees

I found a

Christmas Party

What did

Cookies

and a
find?
found a

Candy (canes}

Santa Claus is coming!

Toys

Merry Christmas!

To Give
To Share
Love

Materials
Simple illustrated story-book of Christmas Day
Felt pictures of Baby Jesus, Mary and Joseph, shepherds and
three wise men, the farm and the star
Felt pictures of Santa Claus and his sled pulled by reindeer
Samples of Christmas presents and samples of food for
Christmas dinner
A Christmas tree and decorations

Procedure
Step 1.

Tell the Christmas Story in the language that

corresponds to the children's level of proficiency by using
the illustrated story book.

Repeat the key words constantly.
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Step 2.

Ask the children to attach to the feltboard the felt

pictures of scenes showing that Jesus was born and the three
wise men brought Jesus presents.

Constantly repeat the key

words to maximize opportunities for children to understand
the words.

Step 3.

Discuss Christmas today and show pictures.

The

points about Christmas today include:
a.

The significance of our giving and receiving presents at
Christmas.

b.

The happiness that Santa Claus brings to us.

c.

The fun of decorating for Christmas--at home, school, in
the community.

d.

The joy of making others happy.

e.

The joy of joining the whole family in giving and opening
presents and having a Christmas dinner together.

Step 4.

Play a puppet show with the puppets shopping for

Christmas cards, presents, and food.

Intensively use the

target vocabulary.

Step 5.

Relate the discussion of Christmas today to the

children's personal experience.
celebrate Christmas at home.

Ask the children how they

Ask the children how they want

to celebrate this year's Christmas.

Use questions such as,

"Who will you send a Christmas card to?", and ''What presents
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will you buy for your family members (friends)?".

Help the

children respond to the questions with sentences such as, "I
II

will send a Christmas card to my
for my

.", and "I will give a
II

to my

Step 6.

"I want to buy a

Place samples of Christmas cards

Set up a store.

and presents in the store.

Provide price tags and toy money

for buying and selling.

Assign roles of store checkers,

managers, and shoppers.

Help the children use sentences such

as, "I want to buy a ~~~~~- ' please.", "Here is is.", "How
much is it?'', "Thank you vey much.", "You are welcome.", and
"Goodbye."

Step 7.

Play Hunting Game.

Send children into other room

and hide toys, candies, sample Christmas cards and presents,
and Christmas food models about the classoom.

Have the

children hunt for the objects and tell what they found.
the children use sentences such as, "I found a
"I found a

and a

II

Help
", and

Write what each

child found on the blackboard such as, May found a Christmas
card.

Ask questions such as, "What did May find?", and "Who

found a toy horse?"

Help the children answer the questions

with sentences such as, "May found a Christmas card."

Step 8.

Play or teach Christmas songs such as "Jingle

Bells", "Merry Christmas", or "Santa Claus is Coming."
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Extention and Enrichment Activities
Plan a classroom Christmas party and dinner with the
children.

Decorate the classroom with a Christmas tree,

jingle bells and decorations with the children.

Have the

children make pictures of Santa Claus, reindeer and sleds.
Put the pictures on the walls.

Help the children make

stockings out of paper and hang them in the classroom.

Have

the children make or buy one gift within an affordable price
range.

Help the children exchange gifts on Christmas Day.

The teacher can play Santa Claus to put candy or small gifts
in the children's stockings.

Evaluation
The teacher can conduct an informal interview with
individual or groups of children about what they did at the
Christmas party as an evaluation of the children's oral
English performance.
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Resources

Education for Responsible Freedom--Our American
Heritage--Kindergarten (1963).

Pasadena, CA:

Pasadena

City Schools, Division of Instructional Service.
Kinderg arten Curriculum Guide (rev. ed.)

(1967).

Aurora (East) Public Schools District #131.

Aurora, IL:
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Language Arts

Curriculum development in this project sees language
arts as an integral part of the content-based English
instruction.

This course aims to assist the child with more

contrived language-teaching materials in their language
development.

In spite of picking up English in its authentic

use as well as the content knowledge of content learning, the
child will re-emphasize and be familiarized with the manners
in which English is used in certain situations--English
communicative functions.

The child will also be acquainted

with the essenial English language items.

An ideal for

language arts teaching is that it can be interwoven with all
phases of learning and be structured to map around other
content-area teaching.

As mentioned previously, Active

English Today will be utilized as the textbook for the
course.

The program plans to implement both Book One and

Book Two of Active English Today for the first-year
instruction.

The emphasis of Active English Today is on

"having the pupils do interesting and enjoyable things
through English" (Howe, 1984).

it embraces a communicative

English teaching goal and is well-organized in sequencing of
major English language functions and items.
units and teaching content of the course.

Below are the
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UNIT

Communicative Functions

Language Items

Book One
1.

2.

Greetings, respond to

Hello, Good morning

greetings, farewell

I'm

Introducing themselves

Please
This is

3.

Asking and telling the time

O'clock

4.

Counting up to twelve

One to twelve

5.

Saying the letter of the

Pronunciation of vowels

alphabet and spelling

and consonants

Identifying and describing

Classroom objects,

simple objects

fruits, shapes, toys, daily

6.

objects, adjectives
(colors, shapes,
conditions)

7.

Simple description of them-

Can

selves and others

Walk, stop, sit down
Right, left
Draw, cut, stick, paint
Robot, puppet
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8.

Questions and answers

Your, my

personal possessions

Yes, no
It's

9.

Asking what things are in

What's

English

It's a
Is it a
It's not

10.

Asking a person's name and

What

making simple inq~iries

His, her
Name

11.

Expressing thanks

Fine
Thanks

12.

Responding to instructions

Stand up, sit down,
Right, left, stop
Walk, look, do

13.

Giving instructions

14.

Inability to respond;

Is this

asking for information

It's
Your, my, his, her
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Book Two
1.

Greeting, respond to

Hello

greeting, farewell

2.

Introducing themselves

Good morning,
Goodbye
Are you, I am, he (she)
Is
Yes, no, not

3.

Asking and telling time

O'clock
A quarter, half past, to

4.

Counting one to one hundred

One to one hundred

5.

Saying the letters of the

Pronunciation of vowels

alphabet and spelling

and consonants

Identifying and describing

This, it, you, I

simple objects

He, she, there, are, is

Simple description of them-

My name

selves and others

I am, I have

6.

7.

Relatives (callings)
Adjectives (size, shape,
conditions)
Professions
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8.

What people are doing

Actions (progressive verbs)

9.

Asking and answering

Rooms, places

questions about location

Positions (on, in, under,
near), where

10.

Asking and answering

It's

questions about personal

My, your, his, her

possessions

11.

An apology or excuse

Sorry, can't

12.

Expressing thanks

thank you

13.

Responding to instructions;

Stand up, sit down, turn

giving instructions

Right (left)
Look at, go to (back),
Open (close) the, help me

(Adapted from Active English Today (1984).
Kong:

Oxford University Press.)

Howe, D. H., Hong
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A Model Lesson

Language Arts

Unit

I HAVE •..

Grade Level
Kindergarten

Introduction
This lesson is a combination as well as a review of
several units (Units 4, 6, 8, and 14) in Book One of Active
English Today.

At this stage, children have learned the use

of "numerals 1 to 12", "I, he, she", "have, has", and the
conjunction word, "and."

In this lesson, children will learn

to apply the above words again and put them together to creat
new expressions.

Content Ojectives
Children will learn to:
1.

Express what they or others have in English,

2.

Familiarize themselves with some common English nouns
and the conjunction word, "and", and

3.

Count objects and use numerals in English.
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Ling uistic Ob j ectives

Target Vocabulary

Language Functions

I, he, she

I have a (an)

Have, has,

He has a (an)

A, an, one to twelve

She has a (an)

And,

I have

- - - - -s.

Airplane, car, bicycle

He has

s.

Star, house, radio

She has

s.

Table, plate, ruler

I have a

and a

Pen, dollars

He has a

and a

Ice cream, apple

She ha a

and a

Mouse, hen, dog, elephant

Materials
Textbook:

Active English Today (Book One)

Toys and model animals, fruit, and ice cream cones
Books, pencils, pens, and erasers
Toy money
Crayons or color felt pens
Drawing paper

Procedure
Step 1.

Begin the lesson by asking the children what they

received as Christmas presents.

Help the children answer the

questions with sentences such as, "I have a bicycle." or "I
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have ten dollars."

Write the information on the blackboard

such as, "John has five dollars and a bicycle." and "She has
a doll."

Step 2.

Ask the children what presents the others have.

Help them use sentences such as, "John has five dollars and a
bicycle." and "She has a doll."

Step 3.

Lead the children in reading the content of the

textbook where the section, "I have .•• " is.

Repeat this

process for a few times and discuss the content with the
children.

Ask quetions such as, "What does Paul have?"

Help

the children answer the questions with sentences such as,
"Paul has a pen and a pencil."

Step 4.

Play Hunting Game.

Put the children in other room.

hide the objects--toys, models, books, pencils, pens,
erasers, and toy money about the room.

Have the children

look for the hidden objects and ask the children what they
found.

Use sentences such as, "What do you have?", and "What

does John have?"

Help the children answer the questions with

sentences such as, "I have a
has a

and a

s.

and a

----

• " , "She

s.", and "He has

-----
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Step 5.

Join the children and draw pictures of objects that

the teacher and children would like to give one another as
gifts.

Exchange gifts.

Ask each child to report to the

class what they have as gifts.

Step 6.

End the lesson by repeating with children the

content of the textbook for a few times.

Emphasize new

words.

Evaluation
Hand out models of animals and toys or other classroom
objects to children.

Ask individual or groups of children

about what they have and what others have.

This activity can

be conducted as an evaluation of the children's oral English
performance concerning the lesson.

The teacher is also

recommended to observe and record the children's performance
during the lesson.
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Textbook
Howe, D. H.

(1984).

Active English Today.

Oxford University Press.

Hong Kong:
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NOTE:

The four sample lessons presented in this chapter are

interrelated and can be integrated with each other.

It is

recommended that the teacher make an effort to schedule these
four lessons into the same period of time in order to bring
about the most effective teaching.

CHAPTER V
SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS

Summary
There are four major areas addressed in this project.
An immediate need of an English language program based
on communicative goals in Taiwan has been established.
Program goals emphasize the importance of integrating
content-based instruction into an English teaching context.
The role of content areas in language learning has been
reviewed.

Mohan (1985) stresses an increasingly espoused

perspective on language learning which relies upon the
interwoven relationships between language and content
learning.

Language Across the Curriculum, Language for

Specific Purposes (LSP), Immersion Education, Adjunct and
Sheltered models of language instruction are educational
movements which support and promote content-based language
teaching.

Rationales which offer support for content-based

instruction include:
theory;

(a) Krashen's comprehensible input

(b) consideration of learners' motivation;

(c)

consideration of the difference between acquisition of
cognitive academic language proficiency (CALP) and Basic
Interpersonal Communicative Skills (BICS);
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(d) provision of
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contextualized language input with a focus on contextualized
use; and (e) consideration of language learners' needs and
interests.
Guidelines for implementing content-area teaching to
facilitate learners' second language acquisition have been
presented.

Crandall et al.

(1987) studied the phenomenon of

learning mathematics, science, and social studies through the
medium of a second language.

They concluded that the process

of each content-area teaching or learning makes good use of
the target language when learning activities are structured
to activate more opportunities for student-teacher
interaction.

The information provided by the content of each

course is then interesting and relevant to learners; it
stimulates learners' divergent and convergent thinking, and
other cognitively transferable skills such as observing,
problem-solving, categorizing, idea-generating,
hypothesis-testing, concluding, and reading as well as
writing.
The project has developed a model for a content-based
English curriculum for a children's English program in
Taiwan.

Curriculum development at this stage assumes that

the English learners' needs are closely tied to parental and
societal needs.

Statements of program philosophy, goals,

resources and setting, target audience, and methodology of
curriculum development are detailed.

The curriculum

developed in this project presents a one-year course outline,

134
one model lesson for each area, and a list of some resources
to be adapted as teaching texts or materials in each area.
The content areas include kindergarten mathematics, science,
social studies, and language arts; all of which reflect
American mainstream course content.

It is anticipated that

by learning the course content, English learners in Taiwan
will effectively acquire English and gain knowledge of the
world around them.

Conclusions and Recommendations
The focus of the project was to seek a solution to the
need of improving English teaching methodology and curriculum
development in Taiwan.

The results of Du-Babcock and

Babcock's study (1987) on the effectiveness of English
training in Taiwan implied that there is a general demand for
training in communicative English skills.

In addition, the

author of this project experienced the handicap of lacking
authentic teaching materials and innovative methodologies for
teaching and curriculum planning (due to their scarcity)
during her teaching experience in Taiwan.

With Du-Babcock

and Babcock's suggestion of communicative English training,
the investigator focused on the contemporary interest in
teaching language through the teaching of content with the
target language being the medium of cognitive learning.
Content-based language instruction has been put into practice
in several North American and British ESL settings.

As the

project reveals, content-based instruction can take different
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formats depending on the degree of integration between
language and content teaching that a given ESL or EFL program
advocates.

The project examined how existing models of

content-based language instruction fit into Taiwan's context,
and adapted the immersion model to immerse young Taiwanese
(Chinese) learners into learning English as a foreign
language through the study of mathematics, science, social
studies, and language arts.

Nonetheless, adaptation of the

immersion model does not deny the viability of other models.
For example, Chapter II mentioned that an indirect adjunct
language instructional format is possible.

Therefore, it is

important to stress that the position of the investigator is
to keep an open mind to other alternative possibilities that
will facilitate students' language acquisition.
Research was presented which points out the success of
content-based instruction.
by Brinton et al.

Examples of the success are given

(1989):

The sheltered courses at the University of
Ottawa have probably been the most studied of
any content-based approach ..• the sheltered
students developed greater confidence in their
second language ability and greater
determination to use their second language. Both
the initial study and a 3-year replication
study ..• showed gains in both the subject matter
and second language skills equal to or better
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than comparison groups taking psychology in
their first language and students in regular
French and English second language classes •
••• Further documentation of the efficacy of
content-based models is provided by the research
conducted at UCLA on the ESL students enrolled
in the Freshman Summer Program .•• several hundred
former ES students evaluated the program
retrospectively ••. The majority of the students
reported that they were better writers and could
read their content texts more effectively as a
result of the program. The former students also
gave high ratings to other benefits of ESP, such
as ease in adjusting to university life,
heightened self-confidence •
••• Another study compared ESP students with
students who had taken the standard ESL courses
at UCLA.

The ESP students performed as well as

the comparison group on the simulated exam, even
though their English placement scores were
significantly lower.

Thus, the former ESP

students demonstrated the ability to handle
academic tasks which required them to integrate
source material from the listening and reading
passages, thereby indicating transfer of the
skills learned in ESP to other academic tasks.
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•.• Lafayette and Buscaglia (1985) report on a
study of a fourth-semester French civilization
course designed for second-year college students
who had completed three semesters of
skills-based French courses.

The French

civilization course was conducted in French and
focused entirely on the course content, ... The
experimental group outperformed the control
group on the speaking test while the control
group scored higher than the experimental group
in writing.

In addition, the experimental group

reported more positive attitudes toward the
study of French.
Further evidence of the value of content
instruction for language development comes from
a study conducted by Peck (1987) ••. Students
significantly improved their listening,
speaking, and grammar skills during the course.
When evaluating the program, they also rated the
content lectures and communicative activities as
being useful for language learning ••• the study
demonstrates the effectiveness of a content base
coupled with communicative orientation in
improving language skills, in this case the
specialized language skills of social work
professions.

(pp. 214-215)
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Brinton et al. caution that more research on the
effectiveness of content-based instruction needs to be done
and more data gathered.

While evidence of the effectiveness

of content-based instruction is preliminary, the investigator
of this project is confident of the viability of this
approach.

This confidence springs from her past experience

in teaching English using a formative stage of the contentbased approach.
this approach.

Four-year old children were taught by using
With two years of communicative English

learning using the textbook Active English Today along with
the aid of other materials, these children were competent in
basic communicative skills (listening and speaking in
particular).

They then learned English through the content

areas of mathematics, science, and social studies, while
study of Active English Today continued.

After a learning

period of approximately three months, the children showed
positive signs of progress in pre-reading and pre-writing
skills.

Unfortunately, the program was discontinued due to

parental differences.

These children encountered frustration

after being transferred to various language institutes where
they were placed with fourth or fifth graders.

Examples of

the frustration these children experienced were that they
were more advanced in English listening and speaking and were
not able to keep still in the class; they thus created
problems for their older classmates and the teachers as well.
These children were performing better than the older learners
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in the skills of listening, speaking, and reading.

The above

case indicates the promising effect of content-based
approaches.
In addition, content-based approaches as proposed in
this project are based on theories and guidelines provided by
researchers.

The project stands a good chance of success

when compared with contemporary English teaching in Taiwan
which is not grounded in theory and research.

Nonetheless,

for the purpose of establishing a solid ground that
demonstrates the effectiveness of content-based approaches,
it is recommended that additional theoretical and practical
work be undertaken.

Further theoretical work will add a

great deal of knowledge about the design and implementation
of content-based programs; while continuing practical work
will show more about the outcomes as well as about the actual
process of language and content learning.

The above

recommendation is necessary to further the development of
content-based approaches.
Employment of content-based English instruction will be
innovative and revolutionary when introduced to the Taiwanese
(Chinese) audience.

Possibility of objections to this

innovation from teachers or parents should be taken into
account.

This consideration leads to a discussion of how to

successfully implement educational change and innovation.
According to Stoynoff (1989), an understanding of the change
process can bring about effective strategies to reconcile the
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objections towards an educational innovation.

In addition to

the problem of a necessary accommodation to available
resources, Stoynoff points out five other obstacles to
innovation inherent in all social systems:
They include the demand that individual members
conform to the institution's norms; the
resistance to any perceived threat to the
prestige or economic security of individual
members; the rejection of any reform which
affects that which is held sacrosant; the
resistance to the change indicated by those
perceived to be "outsiders"; and sensitivity to
the implications a given change has for other
units or individuals within the social system.

(p. 8)
In addition, a most important obstacle operating in the
higher academic setting pointed out by Stoynoff is inertia by
most faculty.

Stoynoff states that "most faculty are not

aware of the body of theory and practice related to teaching
and learning that might make them more receptive to
innovations in curricula or programming" (p. 9).
In Stoynoff's (1989) discussion of the factors that
contribute to change and innovation, the idea of an
"innovation link" is included.

This project will act as an

innovation link that brings back to the Taiwanese (Chinese)
audience (such a teachers and parents) a wider range of
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knowledge concerning language instruction.

Stoynoff provides

several strategies that can be used in order to successfully
introduce change or innovation, such as:

(1)

persuade the

affected parties to openly consider the shortcomings of the
existing situation; (2)

instill confidence by demonstrating

a mastery of the details and specifics to the proposed
change;

(3)

"adequately communicate with and disseminate

information regarding the change to all affected individuals
and units," since ignorance is considered the biggest
obstacle; (4)

ensure that the adminstrators and

"gatekeepers" are behind the innovation and share the common
interest of the proposed change;

(5) "expand support to

like-minded individuals and begin to build coalitions" to
maximize support;

(6) "build in rewards and incentives to

promote cooperation among other units and outside
individuals''; and (7)

"prepare for the post-adoption period"

by building in the project an ongoing evaluation component to
refine and modify the project at any time (pp. 16-18).

These

strategies provide valuable guidelines for the project to
succeed in its implementation stage.

From the past

experience, the investigator agrees with Stoynoff's
recommendation to mutually and adequately communicate with
the affected parties concerning the specifics on the
innovation for the purpose of effectively implementing the
project.

Parental differences, especially, need to be

reconciled to enhance their common understanding of the
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nature and process of the project and to ensure parental
cooperation for the common goal of effectively educating
their children.
Further, to ensure the continuation of the project after
its implementation, coherence of the curriculum is essential.
the concept of a coherent Gurriculum is explained by Johnson

(1989):
A coherent curriculum is defined as one in which
policy has been reconciled with pragmatic
constraints, in the products of each of the four
stages of development (1 planning, 2 ends/means
specification, 3 implementation as a language
programme, through teacher training and the
preparation of materials and resources, and 4
implementation in the classroom through teaching
and learning acts) are mutually consistent and
complementary, and the learner achievements
correspond to the aims of the curriculum.

(pp.

22-23)
It is recommended that professionals are recruited to operate
on each level of decision-making and all paricipants are
involved in this process as well.

Constraints can come from

the policy level as well as from the pragmatic level (time,
money, human and other resources), all have to be
accommodated.

Self-evaluation by all participants for

achieving professionalism and identification of potential
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mismatches to bring about remedies are necessary for the
maintenance and revision of the project.

Finally, as long as

the above strategies and precautions are taken into account,
the success and continuation of the project are anticipated.
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